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Abstract 
Improving Adjunct Faculty Experiences:  
Implementing a Topics-Based Learning Community at a Community College 
Haleh Harris 
Vera Lee, Ed.D. 
 
This study was conducted to explore how a yearlong topics-based faculty learning 
community targeted for developmental reading adjunct faculty affected faculty 
experiences, while helping developmental reading adjunct faculty shift their pedagogy 
from a skills- to a holistic-based approach to college-level literacy. This qualitative study 
collected data from adjunct faculty participants who engaged in a year-long topics-based 
learning community, with an emphasis on the shift in pedagogy within the field of 
developmental college-level reading classes. This qualitative study collected data from a 
focus group of the participants, individual interviews from each of the participants, and 
document reviews of participant syllabi and projects that focused on a single unit to 
demonstrate their understanding of the shift in pedagogy. The data demonstrate that 
topics-based learning community experiences provide significant support for adjunct 
faculty when shifting pedagogy from a skills-based approach to a holistic approach to 
college-level literacy in a developmental reading department. Additional findings include 
adjunct perceptions of marginalization within an institution, which can be ameliorated by 
professional development opportunities that are executed and implemented with thought 
and care. 
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Chapter 1: Introduction to the Research 
Introduction to the Problem 
The national surge in adjunct faculty employment in community colleges across 
America has implications for individual institutions. Nearly 68% of community college 
faculties in 2007 were categorized as part-time members (Charlier & Williams, 2011). 
This high percentage demonstrates that community colleges rely heavily on adjunct 
faculty to teach the large majority of credit-bearing courses. 
Green (2007) asserts that American institutions hire adjuncts to teach as a cost-
saving measure. The author suggests that adjunct faculty need ongoing professional 
development to keep them abreast of college policies and pedagogical practices. 
Community colleges must support their adjunct faculty if they are interested in student 
success and retention (Williams-June, 2014). Both adjunct faculty and students are 
negatively affected by the lack of professional developmental offered to adjuncts by their 
colleges. According to Datray, Saxon, and Martirosyan (2014), “[P]art-time faculty are 
often left to fend for themselves when it comes to professional development 
opportunities…[P]ositive results have been seen with some structured attempts to provide 
professional development”(p. 40). Such evidence shows the importance professional 
development opportunities to meet the needs of adjunct faculty and student body 
stakeholders in the field of developmental education. Adjunct faculty are also 
marginalized by being left out of college-wide decisions, by being cut off from 
information about their promotions, and by having little employment protection 
(Schmidt, 2013). 
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Research Problem 
Growing populations of adjunct faculty feel disenfranchised, disengaged, and 
unsupported within their institutions (Flanders, 2014). This study aims to promote an 
understanding of whether offering a yearlong topics-based learning community during 
the 2014-2015 academic year for developmental reading adjunct faculty improve 
participant experience and perception of the use value of learning communities and their 
feelings of belonging to the department. A topics-based learning community is one of 
many approaches to professional development. Developmental reading adjunct faculty at 
a Mid-Atlantic community college engaged in a topics-based learning community during 
the 2014-2015 academic year; this study will follow up on the participant experience and 
perception of the topics-based learning community. 
Purpose and Significance 
 This study, intended for adjunct and tenured faculty members, college deans, and 
other senior staff leaders within institutions of higher education, specifically at 
community colleges, will explore how faculty experience was affected by a topics-based 
faculty learning community (FLC) targeted for developmental reading adjunct faculty. 
The purpose of this study is to understand how a topics-based learning community 
supports adjunct faculty experiences within a reading department that is shifting from a 
skills-based to a holistic approach. Based on adjuncts’ expression of their dissatisfaction 
with their professional status, this study seeks to understand which elements of a learning 
community will motivate participants’ overall self-efficacy within their positions as 
adjunct faculty in the developmental reading department, while supporting adjunct 
faculty through a department-wide pedagogical shift in teaching literacy.  
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Adjunct faculty, specifically in the field of developmental education, are not 
exposed to enough professional development opportunities (Datray et al., 2014). 
According to Datray et al. (2014), the lack of professional development “may be 
considered neglect on the part of administration as professional development is cited as a 
best practice that is essential for program success” (p. 40). Although Datray et al. (2014) 
cite the importance of professional development among developmental education adjunct 
faculty, little is written about the integration of learning communities as an opportunity to 
expose adjunct faculty to opportunities of professional development. Glowachi-Dundka 
and Brown (2007) substantiate the practice of faculty learning communities at the college 
level, as the authors elaborate that research has examined and substantiated how “FLC 
promote professional development through collaboration and reflective practice; how 
they strengthen collegial relationships; and how they develop faculty into better educators 
through deeper understandings of pedagogy” (p. 30). If in fact the use of faculty learning 
communities proves to be an effective model for professional development, this study can 
help situate conversations about reforming higher education policy to support adjunct 
faculty.  
According to Cox (2003), there are either cohort-based or topics-based FLC. 
Cohort-based FLCs “…address the teaching, learning, and developmental needs of an 
important cohort of faculty that has been particularly affected by the isolation, 
fragmentation, stress, neglect or chilly climate in the academy…” (Cox, 2003, p. 1). A 
topics-based FLC has “…curricula designed to address a special campus teaching and 
learning need, issue, or opportunity…with focus on a particular theme…” (Cox, 2003, p. 
1). Both FLC models are yearlong commitments that include a wide range of topics of 
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interest to them, and Cox (2003) asserts that there is evidence that FLCs increase faculty 
interest in teaching and learning, while providing support to participants as they adopt 
new methods (Cox, 2003, p. 1). This study seeks to better understand faculty experiences 
in a topics-based learning community specifically aimed towards adjunct faculty within 
the field of developmental reading at a two-year institution in the Mid-Atlantic region, 
henceforth referred to as the Mid-Atlantic Community College.  
Additionally, while those in the field of professional development have made 
much greater effort to validate the importance of FLCs, very little research has been 
conducted on whether or not FLCs help to build adjunct self-efficacy. As such, this 
current study is needed by the field because it presents both the negative and positive 
implications of implementing a topics-based learning community. This study is 
specifically significant for adjunct faculty who participate in a FLC with a focus on the 
pedagogical shift from a skills-based to a literacy-based approach within the 
developmental reading field. 
Supervisory classroom observations conducted in College Reading I, which 
focuses on intermediate college-level literacy, and College Reading II, which focuses on 
advanced college-level literacy, suggest that a the Mid-Atlantic Community College has 
adjunct faculty who do not teach the developmental reading curriculum in a manner that 
aligns with the course goals and objectives, which were recently updated and 
implemented during the 2013-2014 academic year. Such a gap in instruction ultimately 
affects student learning in a negative manner. Student pass rates at the national level in 
developmental education reading courses are extremely low. Approximately one quarter 
of the students enrolled in developmental education reading courses completed the first 
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relevant college-level course within three years (Bailey & Cho, 2009, p.47). Currently, 
the reading department provides only one fall and one spring PD opportunity for its 
adjuncts. Because of this, reading adjuncts are not exposed to current research and 
pedagogical practices to update their teaching. This research explores faculty experiences 
within this learning community.  
Research Questions 
 This study is designed to explore the experiences of developmental education 
reading adjunct faculty who would have participated in a yearlong topics-based learning 
community experience during the 2014-2015 academic year. The following questions 
will guide this study: 
1. How does a topics-based learning community help improve the experiences of 
adjunct faculty? 
a. How does a topics-based learning community help foster adjunct social 
capital within the culture of a community college? 
b. How does a topics-based learning community help with teaching 
experiences within the reading department? 
2. What do adjunct faculty perceive as some of the issues around social capital for 
their students and for themselves? 
3. How can adjunct faculty professional development needs be met through their 
involvement in a topics-based learning community? 
a. How does a topics-based learning community support adjunct reading 
faculty in shifting from a skills-based approach to literacy to a thematic-
based, holistic approach to college-level literacy? 
14 
 
b. What are the perceived barriers to professional development that adjunct 
faculty members experience? 
Conceptual Framework 
 This study is grounded in intersecting literature about adjunct faculty roles, 
adjunct faculty barriers, and adjunct faculty professional development needs. The 
intersections between each of the three streams are discreet; however, the theories and 
literature, along with the research questions, show that there are intersections from one 
stream to the next. Teaching literacy as social practice helps create a concrete 
understanding of literacy teaching practices that are pedagogically sound for college-level 
work. The second stream, barriers to fostering social capital for adjunct faculty, outlines 
through the literature review the barriers that adjunct faculty face regarding their ability 
to increase social capital within their institutions. Finally, adjunct faculty professional 
development needs is the third stream that explores the idea that adjunct faculty require 
on-going, targeted professional development in order to teach their courses effectively 
within a community college setting. The following graphic provides a visual of the 
experiential knowledge that already exists; the graphic of the conceptual framework 
extends to a secondary visual to show the connections between each of the three streams: 
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Figure 1: Conceptual Framework and Intersections 
  
Teaching Literacy as Social 
Practice:
Gee, 2005; Holschuh & 
Paulson, 2013; New London 
Group (1996)
Barriers to Fostering Social 
Capital for Adjunct 
Faculty:
Bourdieu, 1986; Dewey, 
1938; Tinto 1975 & 1973; 
Coleman, 1990; Kolb, 2014
Intersections
There is a shift in pedagogy 
from skills to holistic literacy 
in developmental education 
classes; The shift needs to be 
adopted by all faculty, but 
with little social capital, there 
is a need to investigate if 
adjuncts are able to 
implement them. It is also 
important to understand what 
type of PD will help support 
adjuncts with this, while 
supporting their experiences 
within PD opportunities. Adjunct Faculty 
Professional Development 
Needs:
Dolan, Hall, Karlsson, & 
Martinak, 2013; Williams-
June, 2014; Martinak, 
Karlsson, Faircloth, & 
Witcher, 2006
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Intersections 
 
The shift in pedagogy from skills to holistic literacy in developmental education 
needs to be implemented by all faculty. Whether adjuncts, lacking in social capital, are 
able to implement such changes needs to be investigated. Furthermore, what type of PD 
will support adjuncts with the transition and take their experiences into consideration 
within PD opportunities needs to be explored. 
Teaching Literacy as Social Practice 
 Nationally, students continue to enter college requiring additional preparation for 
college-level coursework; therefore, developmental education remains a major charge—
especially for community colleges (Levine-Brown, 2013). Levine-Brown (2013) 
explains, “[A]bout 60% of community college students are referred to one or several 
developmental education courses. In some community colleges, more than 90% of 
entering students are deemed insufficiently prepared to start college-level work” (p. 23). 
Thus, the need for developmental education is indisputable. However, the increasing 
costs, with coupled high retention rates, necessitate developmental education reform—
particularly in developmental reading. As outlined in The Terrain of College Reading 
(Holschuh & Paulson, 2013), developmental reading coursework would greatly benefit 
from a movement toward a multidimensional view that incorporates the social, 
metacognitive, and affective aspects of reading and learning. 
Barriers to Fostering Social Capital for Adjunct Faculty 
Adjunct faculty face social and economic barriers in their work settings. Social 
capital is important for individuals to feel accepted by their group(s). Social capital 
provides a lens to understand how one’s status of ‘adjunct faculty’ dictates one’s 
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experiences at a community college institution. The concepts grounded in the theory of 
social capital from the perspectives of Coleman (1990) and Bourdieu (1986) help to 
promote this study. The rank and label of adjunct faculty predetermines the low status in 
terms of social capital for this group (Coleman, 1990 & Bourdieu, 1986).  
Adjunct Faculty Professional Development Needs 
Finally, there are a number of professional development platforms for adjunct 
faculty including faculty learning communities, preliminary, and ongoing professional 
development. The initial stage of adjunct professional development should include a 
mandatory high quality, flexible induction to the college to orient new adjunct faculty 
(Pearch et al., 2005, p. 36). Within the realm of staff development, adjunct faculties 
should have professional development opportunities that fall under the categories of 
professional, personal, curricular, and organizational (Pearch et al., 2005, p. 36). An 
example of professional and curricular development includes faculty learning 
communities, per Milton Cox’s (1995) model, that guides considerations about the 
support offered through adjunct faculty learning communities. Cox’s (1995) inquiry 
grounds the need to further investigate topics-based adjunct faculty learning communities 
to help support them in remaining current in discipline-related pedagogical approaches to 
teaching and learning. Professional development, is grounded in Dewey’s (1938) idea 
that one’s ongoing experience “…influences the formation of attitudes of desire and 
purpose” (p. 39).  
These three streams of literature that inform the conceptual framework add to the 
field of educational leadership. Institutional leaders within community colleges must 
move forward in addressing organizational needs by focusing on an “agenda for change” 
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(Bolman et al., 2008, p. 337). The process of change regarding the curriculum for the 
field of developmental reading is critical in ensuring faculty are offered professional 
development opportunities to make the shift in pedagogy to meet student needs. When 
addressing change, senior level leadership teams will need to meet the challenges and 
demands of improving the culture of the community college by offering ongoing 
professional development to adjunct faculty teaching developmental reading classes 
(Bolman et al., 2008, p. 253). Such efforts made by the organizational leaders will create 
and support communities that are bases for sustainable change and develop the abilities to 
sustain their own leadership growth, which will in turn benefit the adjunct faculty, 
students, and other stakeholders at large. 
Definition of Terms 
Cohort-Based Faculty Learning Community 
A group of professionals who partake in a faculty learning community for a year 
(Cox, 2011). 
College Reading I 
 A course that focuses on intermediate college-level literacy  
College Reading II 
 A course that focuses on advanced college-level literacy 
Cultural Capital 
The foundation of social life, dictated by one’s position within the social order 
(Bourdieu, 1986). 
Professional Development 
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Isolated and continued training for faculty relating to institutional policies, 
content, and/or teaching pedagogy. 
Social Integration 
An individual process of integrating into one’s society (Gosh, 2010). 
Topics-Based Faculty Learning Community 
A group of faculty who partake in a faculty learning community for a year 
centering on a specific topic within one’s institution or discipline (Cox, 2011). 
Assumptions, Limitations, and Delimitations 
The assumptions underlying the research study are that community colleges 
consistently hire adjunct faculty. Yet, professional development opportunities often 
exclude adjunct faculty. Professional learning communities promote a structured 
approach where “community, scholarly teaching, and the scholarship of teaching” 
actively engage and connect professionals by emphasizing teaching and learning pursuits 
through the extension of building a community atmosphere” (Cox, 2011, para. 2). 
Although learning communities help build upon scholarly teaching and learning, the 
integration of such opportunities are few and far between; budgets at institutions of 
higher education infrequently allow for such opportunities for their adjunct faculty.  
The research limitations relate to the fact that the researcher conducting this study 
hires adjunct faculty at the institution where the study takes place. Although this can be 
considered a limitation, it can also be considered positive, since the researcher has a 
breadth of institutional knowledge. Additionally, the researcher was an adjunct faculty 
member for the reading department at the Mid-Atlantic Community College in the 2009-
2010 academic year. This can also be considered limiting; however, the researcher has a 
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first-hand view of what it is like to be an adjunct faculty member for the reading 
department at this institution. She was able to use her experience to evaluate the 
participant responses.  
It is important to note that the following considerations should be made when 
interpreting the results. The research took place at one institution. Therefore, it is possible 
that many of the responses reported by adjunct faculty relate to factors only associated to 
the Mid-Atlantic Community College. Further investigation should examine if other 
community colleges that offer topics-based learning communities and professional 
development opportunities for their adjunct faculty to see if adjunct faculty have similar 
experiences as the participants in this study. In addition, the focus of this study is on 
those teaching developmental reading courses in a face-to-face format. Because of this, 
generalizations cannot necessarily be made to online adjunct faculty or adjunct faculty 
who teach outside of the developmental reading department. It is important to not 
generalize the findings of this study to online adjunct faculty and adjunct faculty who do 
not teach developmental reading students.  
Delimitations relate to the fact that the research only covers issues of adjunct 
faculty marginalization, pedagogy within the field of developmental reading, and 
professional development opportunities, specifically topics-based learning communities. 
It is important to point out that other areas may be worthy of exploration and 
examination, but within the time restraints of the researcher’s academic program, this is 
not possible.  
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Summary 
The overview provided in chapter one substantiates the problems that adjunct 
faculty face within community college settings. They are underrepresented and 
disenfranchised, they are provided with very little professional development opportunities 
due to the fact that budgetary decisions are made by institutional leaders who, along with 
other college stakeholders, often look down on adjunct faculty. The chapter also presents 
the major research questions that investigate the experiences of developmental reading 
adjunct faculty who participated in a topics-based yearlong learning community, and the 
implications for offering professional development opportunities of this kind to adjunct 
faculty. 
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Chapter 2: Literature Review 
Introduction 
This literature review is organized to provide an overview of how this study is 
situated within current conceptions of the professional development opportunities 
available to adjunct faculty in the community college setting. First, the conceptual 
framework provides an overview of the bodies of knowledge that form the substance of 
this research study, along with the connections from one stream to the next. Those bodies 
are (1) teaching literacy as social practice, (2) overcoming barriers for fostering social 
capital for adjunct faculty, and (3) meeting PD needs of faculty. The second section of 
this chapter includes a brief synopsis of the various forms of professional development 
opportunities engaging adjunct faculty in community college settings. An examination of 
the differences between college-wide adjunct faculty professional development 
opportunities will be compared to discipline-specific professional development offerings 
for adjunct faculty. Third, the exploration of cohort-based FLCs may be used as a means 
of bolstering adjunct faculty experiences within the department and the community 
college setting. Finally, contemporary understandings of professional development 
engagement are examined, specifically with community college adjuncts in mind, to 
better understand how to capitalize upon such engagement within the context of the 
developmental reading discipline. 
The structure informing the proposed dissertation study reflects the integration of 
several complementary concepts and theories. The research study is framed on teaching 
literacy as social practice, overcoming barriers for fostering social capital for adjunct 
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faculty, and meeting adjunct faculty professional development needs. This list of three 
should have clearer parallelism each time it is repeated.  
Teaching Literacy as Social Practice 
According to the National Center for Education Statistics (2008), the need for 
remediation in reading is the most serious barrier to degree completion because literacy 
difficulties inhibit content mastery in subject areas. Furthermore, 51%of all students who 
took developmental education reading courses enrolled in four or more developmental 
courses, compared with 31% of students who took developmental mathematics (National 
Center of Education Statistics, 2008). National data on attrition shows that about twenty-
nine percent of students who enroll in reading courses do not complete them (Attwell, 
Lavin, Domina & Levey, 2006; Bailey, 2009). The attrition rate is even more drastic for 
students who require multiple levels of developmental reading coursework. Thus, the 
need to provide students with an effective, literacy-based approach to developmental 
reading is essential due to low student success rates; therefore; therefore, providing 
effective professional development opportunities to train faculty in such teaching 
practices is critical. 
Within the construct of developmental reading, Gee (2005) views literacy as a 
social practice, where the user applies discourse through written and oral speech, along 
with arrangement of syntax. Additionally, discourse refers to the ability to speak and 
write in an authentic and appropriate manner depending on one’s audience. Gee (1990) 
further articulates the construct of discourse through his paradigm of “big D” and “little 
d.” “Big Ds,” according to Gee (1990), are “…forms of life which integrate words, acts, 
value, beliefs, attitudes, social identities, as well as gestures, glances, body positions and 
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clothes” (p. 142). In other words, “Big D” is the discourse that surrounds one’s identity, 
and, without acknowledgement of “Big D” discourse, understanding is lost, as it is not 
connected to experience. The discourse of “little d” is the extension to “Big D,” which 
includes “…connected stretches of language that make sense, like conversations, stories, 
reports, arguments, essays…” (Gee, 1990, p. 142). Both “Big D” and “little d” are two 
forms of discourse that work hand-in-hand with one another to create knowledge and 
literacy.  
Further, the New London Group (1996) extends Gee’s (1990) idea of discourse by 
theorizing that one’s social environment provides connections to multiple or 
“multiliteracies,” These “multiliteracies” provide a context for the way in which the idea 
of literacy can and should be viewed. Instead of viewing literacy as the practice or 
reading and writing, the theory of “multiliteracy” provides a broad context in which one 
can view and accept traditional language. The implementation and adoption of 
“multiliteracy” opens up conversations on shifting the pedagogy of literacy from the 
reading and writing perspective to a multiple linguistic and cultural understanding to 
forming literacies (pgs. 60-92). 
The work from Gee (1990, 2005) and the New London Group (1996) relate to 
Martinak et al. (2006)) because these bodies of literature support the reason and 
importance for providing relevant professional development opportunities for adjuncts 
relating to shifts in pedagogy within the field of literacy. Gee (2005) emphasizes the 
importance of situating literacy within a contextualized, holistic approach, as the context 
of skills-based literacy is negated. Many reading adjunct faculty need support in 
restructuring a pedagogical practice that addresses Gee’s (2005) approach to teaching and 
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learning at the developmental level. This is a seminal work relating to twenty-first 
century literacy practices, specifically for community college students. The professional 
development opportunities for adjuncts within community college reading disciplines 
need to focus on trainings that relate to Gee’s (2005) approach in order to meet their 
students’ needs. 
Holschuh and Paulson (2013) introduced four terrains of college reading 
instruction—foundational, theoretical, instructional, and potential—intended to go 
beyond traditional views of the field (p. 3-6). The foundational terrain provides a 
rationale for continued literacy instruction at the post-secondary level because K-12 
literacy instruction does not necessarily prepare for college-level texts (Holschuh et al., 
2013, p. 4). The theoretical terrain presents literacy as a social practice, though current 
textbooks too often emphasize a generic approach with practices that are characterized by 
discrete skill-building (Lea and Street, 2006). The instructional terrain posits that if 
literacy is a social practice, instruction must involve helping students make the transition 
to college. Again, research states that skills-based instruction shows little-to-no 
improvement in students’ ability (Merisotis and Phipps, 2000). Because concentrating on 
isolated skills such as main idea or distinguishing fact from opinion and other sub-skills 
has been proven ineffective, reading instruction must be multidimensional Unprecedented 
levels of discussion of developmental education generate issues that must be addressed as 
an entire field. Implementing the four terrains of instruction can help support the issues 
that developmental reading students face in their college classes (Holschuh et al., 2013). 
The majority of community college students enter as developmental education students, 
but most end up failing their remedial sequences (Withers, 2015). People in the field must 
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connect and relate to access and success, so that developmental reading provides a bridge 
to college. College reading should be seen as one route to leveling the playing field for 
academic success, and there has not been enough rigorous discussion about 
developmental education pass rates.  
Engstrom (2008) points out that, in most cases, high attrition rates among 
developmental students are not due to a lack of instructor dedication and resources for 
these courses. Instead, she questions the traditional, non-engaging, decontextualized 
curriculum and instructional techniques that are used in these courses. She urges 
developmental educators to be more attentive to “restructuring how courses are taught to 
meet students’ diverse learning needs; engage them in an integrated rather than 
fragmented, disconnected curriculum; and build foundational skills for college student 
success” (p. 7). Similarly, Paulson and Armstrong (2010) support developmental literacy 
instruction where “learners’ cultural and social backgrounds are represented,” instruction 
that “considers the social, cognitive, and affective aspects of learning” (p. 3). To do so, 
they suggest a “theoretical framework that foregrounds sociocultural models of literacy 
(p. 3). Specifically, Gee (2001) advocates “models in natural meaningful, and functional 
settings” so that students become exposed to literacy through the social lines of discourse 
(p. 542). This sociocultural model to literacy emphasizes a holistic approach whereby 
students develop their literacy through meaningful and relevant reading, writing, and 
thinking activities (Gee, 2011; Holschuh & Paulson, 2013, Lankshear & Knobel, 2006; 
New London Group, 1996; Paulson & Armstrong, 2012; Street, 2003).  
The literature and theories in this strand inform this particular study. According to 
the literature, a skills-based approach to college-level literacy is antiquated and 
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ineffective. Therefore, this strand of literature and the theories within this strand justify 
the significance in providing targeted professional development opportunities to prepare 
faculty to teach college-level literacy with a holistic, integrated model. 
Barriers for Fostering Social Capital for Adjunct Faculty 
Community college adjunct faculty are historically treated poorly, they are 
disparaged, and they are marginalized (Williams-June, 2014). This study seeks to 
understand if adjunct faculty are the “excluded majority” who are traditionally 
disenfranchised from the collegium (Pearch and Marutz, 2005, p. 34). Again, from a 
numbers standpoint, adjunct faculties are the majority; however, from their status within 
the educational setting, they are the minority. Further research discussing the implications 
of this exclusion within the workplace is necessary in responding to the impact on adjunct 
faculty.  
Securing a full-time faculty position in higher education has become more 
difficult than ever, and Berrett (2012) points out that the competition for such jobs 
resembles the stratification seen in the larger society. Patton (2012) elaborates that: 
…an often overlooked, and growing, subgroup of Ph.D. recipients, adjunct 
professors…with advanced degrees have to apply for food stamps or some other 
form of government aid since late 2007…many bounce on and off unemployment 
or welfare during semester breaks (Berrett, 2012).  
Government programs are assisting adjunct faculty to make ends meet now more than 
ever, but this ever-growing problem of unsustainable income is somewhat of a hidden 
fact, as organizational leaders contend that the numbers are inaccurately represented by 
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the government (Berrett, 2012). Nevertheless, adjunct faculties feel undignified by this 
phenomenon (Berrett, 2012). 
As seen, adjuncts are economically vulnerable, and the consistent stratification 
continues to place stress on adjunct faculty who are trying to make a living within their 
fields of study. Through this lens, adjunct faculty barriers are broadened from lacking a 
voice to lacking economic stability in their positions. This study aims to better understand 
the context and implications of workplace and economic barriers faced by community 
college developmental education adjunct faculty. 
Dweck’s (2009) primary area of research is connected with negative attitudes 
among adolescents. Dweck (2009) analyzes such attitudes where she cultivates critical 
conversations on how these negative attitudes can become “undone.” She writes, “[W]e 
are beginning to understand how to undermine prejudice and foster more positive and 
productive intergroup relations” (Dweck, 2009, p. 375). The author believes that there are 
two mindsets: the “fixed” mindset is where people have different levels of intelligence 
that cannot be changed, and the “growth” mindset is where one’s mental capacity and 
construct can grow through effort (Dweck, 2009). Through her experiments, Dweck 
(2009) found that children with a fixed mindset give up once they reach a frustration 
level when facing questions in their schooling, and they connect such failure “much more 
intimately with their sense of identity, seeing failure as a consequence of that identity” 
(Bennett, 2013, p. 22). On the flip side, students associated with a growth mindset look at 
achievement as a reflective effort, and such students were “more resilient to setbacks and 
saw failures as something that could be overcome with renewed effort” (Bennett, 2013, p. 
22).  
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 With this being said, the growth and fixed mindsets from Dweck (2009) relate to 
adjunct faculty who theoretically struggle with the negative implications of working as 
adjunct faculty. Adjunct faculty who teach developmental reading are underprepared, as 
they have little training with the pedagogical practices of developmental education 
(Farakish, 2008). Additionally, adjunct faculties make up the majority of instructors at 
two-year institutions in the Mid-Atlantic region (Maryland Association of Community 
Colleges [MACC], 2014). Therefore, adjunct faculty who come in with a fixed mindset 
about their faculty status, along with their formal training with the field of developmental 
education, are individuals who tentatively fall into the pattern of devaluing their own 
work. Adjuncts with a growth mindset can learn to overcome presuppositions relating to 
their pedagogical training and their title as adjunct faculty. 
Dweck’s (2009) research focus is on student experiences. Despite the nominal 
research relating to faculty groups with this author’s previous studies, Dweck (2009) 
allows for a springboard to evaluate if similar connections can be linked to adjunct 
faculty in the field of developmental reading. The construct and connection between 
social integration and student retention originated from Tinto’s work (1975, 1993). 
Students interact with formal and informal areas of the college or university campus, and, 
as such, their comfort levels with an individual institution improve. Tinto (1993) explains 
that there are two forms of integration: academic integration, where the student believes 
he or she is meeting the academic expectations of the institution; and, social integration, 
where there is a mutual correspondence between a student and the social system of a 
college or university. “Social integration is the catalyst where students assimilate within 
the collective group by forming social support from peers and faculty” (Tinto, 1993). The 
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author suggests that if a student has high levels of both academic and social integration, 
the student will have a higher likelihood of college persistence.  
 Tierney (1999), on the other hand, suggests that Tinto’s (1975, 1993) premise of 
social integration is based on assumptions that “students must assimilate into the cultural 
mainstream and abandon their ethnic identities to succeed” (p. 80). Tierney (1999) 
maintains that it is essential that one incorporate both “social and cultural forces” when 
applying the context of social integration. He postulates this construct based on 
Bourdieu’s (1986) body of research relating to “cultural capital” (p. 83). The application 
of Bourdieu’s (1986) model of cultural capital supports Tierney’s (1999) assumption that 
“micro-practices are linked to broader social and cultural forces to reproduce 
inequalities” (Tierney, 1999, p. 84). 
 According to Ghosh (2000), “integration into society is not only a personal and 
individual process; it is also a dialectical one. It involves contradictions (conflicts) in 
individual self-construction (identify), in the construction and re-construction of social 
relationships, and in the experiences defined by their location in terms of gender, race, 
culture and class” (p. 294). In other words, integration is an individual process, but 
people are categorized within their groups, where stereotypes are attached to individuals 
through this process. Ghosh (2000) qualifies the idea that identity plays a significant role 
in the process of social integration among female student populations.  
Although Ghosh (2000) views social integration in an individualistic manner, 
Pearch et al. (2005) discuss the importance of creating policies to integrate adjunct 
faculty, as a whole, into the culture of community college institutions. Pearch et al. 
(2005) refer to McGuire (1993), who discusses that “the biggest problem appears to be 
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institutional neglect of part-time faculty, who are routinely treated as second class 
citizens” (p. 34). The need for adjunct faculty integration within the life of the 
organization is essential to maintain the mission and vision of the community college 
(Pearch et al., 2005). Therefore, Perch et al. (2005) consider the positive implications for 
developing social integration among the group of adjunct faculty in community colleges. 
Ghosh (2000), on the other hand, implies that the idea of social integration impedes 
individual belonging through the association of stereotypes to individuals belonging to 
certain groups. Seemingly, Perch et al. would find value in a faculty learning community 
targeted toward developmental reading adjunct faculty who are mainly comprised of 
women in an effort to cultivate the group’s membership to the culture of the institution. 
However, Ghosh’s (2000) research points to the idea that such a learning community 
would potentially impart stereotypic perspectives on the adjuncts partaking in the 
learning community. 
According to Dedman and Pearch (2004), adjuncts who are assimilated into the 
culture of the department through “departmental orientations, meetings, and social 
events… would do a great deal to decrease thoughtless—or intentional—slights by full-
time faculty” in reference to adjunct faculty (p.30). While it is up to adjunct faculty to 
participate in institutional offerings, it is also the institution’s responsibility to offer such 
opportunities to adjunct faculty. With such participation, the negative attitude associated 
with adjunct faculty may decrease when opportunities of assimilation are integrated 
within the culture of the institution. However, Dedman et al. (2004) further contend that 
it is essential that such exposure and opportunities for organizational assimilation are 
provided within the context of times when full-time faculties are also present. In other 
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words, “it does little to integrate them with the ‘regulars’ beyond those who must attend 
as department heads or other delegates” (Dedman et al., 2004, p. 30).  
The application of social integration implicitly relates to Bourdieu’s (1986) theory 
of cultural capital and Coleman’s ideas about social capital: 
… compared to Bourdieu, Coleman influenced the concept of social capital 
extensively and proved that social capital is not limited to rulers and can be useful 
for the poor and marginal communities. For Coleman, social organization makes 
social capital. Like physical capital and human capital, social capital would not be 
replaced or exchanged completely. But it may belong to certain activities and 
represent a source since it is involved the networks of common values and trust 
(Tonkaboni, Yousefy, & Keshtiaray, 2013, p. 41).  
In other words, social capital predetermines opportunity for individuals within 
higher education, and institutions of higher education have to take into account the 
bilateral relationship between social capital and community needs, specifically when 
looking at stakeholders such as adjunct faculty (Tonkaboni et al., 2013, p. 40). This 
shows the importance of building adjunct faculty social capital through cultural 
exposures within an institutional setting, such as faculty learning communities 
(Tonkaboni et al., 2013). 
Although adjunct faculty include the majority population in community colleges, 
specifically within developmental education departments, it is clear that adjuncts lack 
social capital within the college communities. The literature and theories embedded 
within this stream are helpful to this research, showing the importance of providing a 
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topics-based learning community to support adjunct faculty experiences at a community 
college. 
Adjunct Faculty Professional Development Needs 
 Martinak, Karlsson, Faircloth, and Witcher (2006), members of the Maryland 
Consortium for Adjunct Faculty Professional Development (MCAPD), conducted a 
survey aimed at adjunct faculty. This survey asked questions relating to what the adjunct 
faculty within the state of Maryland wanted from their professional development 
opportunities. The results of the study were collected from 810 adjuncts throughout the 
state. The survey questions focused on three areas: personal demographics, faculty 
experiences, and faculty development. The authors implemented the survey to determine 
what was needed to design the statewide annual adjunct faculty professional development 
conference (Martinak et al., 2006). The information from the survey allowed the 
members of MCAPD to select popular topics that are relevant to the needs of adjunct 
faculty. Individual institutions within the state can analyze the data trends reported by 
Martinak et al. (2006) to determine how adjunct FLCs can affect organizations on a 
localized level by addressing the needs of the adjuncts, as identified in the survey.  
 According to Dolan, Hall, Karlsson, and Martinak (2013), adjunct faculty make 
up approximately 50% of the faculty at community colleges in Maryland. Dolan et al. 
(2013) discuss results of a survey conducted in 2009 that focused on opinions and 
demographic information relating to 1645 adjunct faculty members at two and four-year 
institutions in Maryland. Dolan et al. (2013) concur that an organization’s efficiency is 
contingent upon offering professional development that is targeted to help train and 
retrain adjuncts. Dolan et al.’s (2013) article is based on findings from the survey results 
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of Martinak et al. (2006). The article written by Dolan et al. (2013) is directly related to 
the research of Martinak et al. (2006) because these authors conducted a survey of 
adjunct faculty in Maryland asking questions about what these educators wanted 
regarding professional development opportunities. The need for and depth of adjunct 
faculty professional development opportunities are ignored. It is important that leaders 
persist to create opportunities of professional development for adjunct faculty 
stakeholders. The research conducted by Dolan et al. (2013) supports the idea that 
professional development is a necessity in providing support to adjunct faculty. In the 
study, the researchers found that 83% of the respondents participated in orientation when 
they were first hired by the college, and 69% of the respondents participated in 
professional development beyond the orientation provided (Dolan et al., 2013, p. 41). 
Finally, the professional development was most valuable to adjunct faculty when the 
focused on teaching methods and increasing student motivation, which 76% of the 
respondents noted as the most interesting. 
Morton (2012) provides a practical view of the ways an institution can support its 
adjunct faculty members who earn little money with no benefits. Morton’s (2012) 
premise has five steps: 1. A comprehensive orientation to the institution’s culture and 
practices; 2. Classroom management and teaching training sessions; 3. A feeling of 
belonging to the institution; 4. Preliminary and ongoing professional development; and 5. 
Recognition of quality of work (Morton, 2012). The recommendations by Morton are 
clear and direct, and the five areas can translate from the private institution he works for 
to a public two year institution. The article clearly delineates how and why continued 
adjunct faculty support can improve the quality of the institution, while building 
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community among the adjuncts and improving adjunct faculty aptitudes; however, 
Morton (2012) does not discuss an improved quality of adjunct faculty experiences.  
Learning communities targeted toward student populations have helped to 
increase student engagement in and outside of the classroom, and they also increase study 
time for students, as well (Tinto, 1997). Ramirez (2008) asserts that this collaborative 
peer-to-peer relationship promotes an enriched learning experience for students. 
Likewise, a similar positive experience is expected by offering faculty learning 
communities in order to nurture adjunct faculty experiences, as this cultural exposure 
within the institution will build upon adjunct faculty social capital. 
Faculty Learning Communities (FLCs), as described by Cox (2012), promote a 
community of engagement to learn with others in a continuous manner. This concept of 
congealing the areas of learning and community set FLCs apart from more traditional 
constructs of professional development (Hord, 2009). Cox (2014) asserts that FLCs: 
…have voluntary membership; meet at a designated time and in an environment 
conducive to learning; treat individual projects in the same way; employ the Kolb (1986) 
experiential learning cycle; develop empathy among members; operate by consensus, not 
majority; develop their own culture, openness, and trust; engage complex problems; 
energize and empower participants; have the potential of transforming institutions into 
learning organizations; and are holistic in approach.  (What is a faculty and professional 
learning community section, para, 2).  In short, this view of a FLC employs the idea that 
knowledge is constructed by the context of a learner, which encompasses the ideas of 
constructivist theorists, where knowledge is fabricated by humans within the framework 
of an environment or culture (Milbrandt, Felts, Richards, & Abghari, 2004). To further 
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substantiate, this constructivist viewpoint helps to maintain an authentic teaching-
learning opportunity necessary for adjunct faculty within an institutional setting. 
 Next, institutions utilize adjunct faculty now more than ever because of the 
national economic situation. However, despite being heavily utilized in academia, 
adjuncts are deeply disconnected from the institutions they work for. Dailey-Hebert, 
Mandernach, Donnelli-Sallee, and Norris (2014) attempt to investigate the motivations, 
preferences, and barriers that adjuncts face in relation to opportunities of professional 
growth. The authors feel that it is essential to help initiate a paradigm shift to create 
professional institutionalized support for adjunct faculty stakeholders. The authors 
conducted research and collected survey data from 600 online adjunct faculty members to 
learn how to meet adjunct needs through professional development opportunities. Dailey-
Hebert et al. (2014) claim that adjunct faculties not only want professional development 
exposures, but their study reveals that, like full-time faculty, adjunct faculty want 
opportunities that are professional in nature and worth their time. 
Professional development targeted toward adjuncts help nurture the teaching 
practices of adjunct faculty, while carving out a sense of belonging for adjuncts (Dailey-
Hebert et al., 2014). Further, learning communities targeted toward adjunct faculty create 
a pathway for adjuncts to receive ongoing training in order to cultivate their 
understandings of topics grounded in research (Cox, 2014). Finally, developmental 
faculty typically lack training in the field, and developmental reading has moved from a 
skills-to literacy-based approach (Gee, 2005). This recent shift in teaching developmental 
reading with a more progressive approach creates opportunity for the placement of 
faculty learning communities within developmental reading disciplines. Datray et al. 
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(2014) recommend that community colleges follow certain steps in retaining their 
developmental education adjunct faculty, and three of their recommendations include 
providing training to new adjunct faculty, providing professional development to 
developmental education adjunct faculty, and providing institutional resources for these 
faculty members (p. 43). The recommendation regarding professional development is 
supported by Boylan and Saxon (2006), who described that professional development 
opportunities for developmental education adjunct faculty should be in the forms of 
funding adjuncts for graduate level coursework, funding adjunct attendance at 
conferences and workshops, providing regular meetings discussing topics related to 
instruction and pedagogy, and finally, asking adjuncts who attend such professional 
development sessions to share their experiences with those who were unable to attend (p. 
43). 
Past and current research validates the idea that institutional leaders must 
maintain a focus on professional development opportunities aimed at adjunct 
engagement, while involving full-time faculty members, as well (Dolan et al, 2013). This 
bridge will help to create a community of partnership to foster relationships between 
adjuncts and full-time faculty members (Dolan et al., 2013). Further, adjunct faculty who 
engage in faculty learning communities become a part of an institution through relevant, 
community-driven dialogue to enhance the teaching-learning experience (Cox, 2014).  
Many popular modes of professional development have been researched 
extensively (Green, 2007). These studies emphasize the importance of exposing adjunct 
faculty members to professional development (Martinak et al., 2006). Because of this, 
additional research is needed to understand how topics-based FLCs impact the specific 
38 
 
engagement of adjuncts within the field of developmental reading, specifically when the 
FLC focuses on the shifting pedagogy within the field.  
According to Datray et al. (2014), “Adjunct and part-time faculty are an important 
resource for developmental education programs…[A]pproximately 65% of the faculty 
teaching developmental education courses at community colleges are adjunct status. In 
other words, most developmental students are likely to be taught at some point by an 
adjunct faculty member” (p. 35) Datray et al. (2014) considers steps administrators must 
take to cultivate a professional setting for its adjunct faculty to meet student needs. 
Research suggests that adjunct faculty rely upon various types of professional 
development opportunities to help support their needs within the professional setting 
(Morton, 2012).  According to existing bodies of knowledge in the fields of sociology, 
literacy, and professional development suggest that adjunct faculty who engage in 
professional development opportunities relevant to their professional experiences within 
a community college help to facilitate a vested interest in the organization (Cox, 2014, 
Morton, 2012). Those conceptions are influenced by the way in which an institution 
supports its adjuncts, and the forms of professional development opportunities available 
for adjunct faculty within the institution; however, the adjuncts report that most 
professional development exposure lacks relevance to their teaching experiences (Dailey-
Hebert et al., 2014).  
It is clear that adjunct faculty want and need opportunities for professional 
development in order to remain successful in their academic careers. This final literature 
stream grounds an understanding of the importance of providing support to adjunct 
faculty through opportunities of professional development.  
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Summary 
 In summary, the findings framed in this literature review show the connections 
between the streams constructed in the conceptual framework: teaching literature as 
social practice, barriers to fostering social capital for adjunct faculty, and adjunct faculty 
professional development needs. This literature review provides the framework for this 
study through these three streams of the conceptual framework. 
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Chapter 3: Research Methodology 
Introduction 
The purpose of this study is to understand how a topics-based discipline-related 
faculty learning community that ran during the 2014-2015 academic year affects adjunct 
faculty barriers and addresses adjunct faculty needs in a community college work setting. 
This study is a follow-up to the participant experiences in the learning community. The 
researcher was the co-facilitator of the year-long topics-based learning community. The 
research questions addressed how the reading discipline-specific topics-based learning 
community may help adjunct faculty characterize their growth through participation in 
the learning community. Chapter 3 details information relating to this study’s research 
design, rationale, site, and population.  
This study seeks to better understand faculty experiences in a topics-based 
learning community specifically aimed towards adjunct faculty in the field of 
developmental reading at a two-year institution in the Mid-Atlantic region. Richardson 
(1992) asserts that professional development aimed towards adjunct faculty should be a 
priority that could result in cost effective and time-saving benefits for the institutions. 
Richardson (1992) contends that a structured system needs to be put in place at the 
institutional level in order to provide continued adjunct support through practical 
professional development opportunities. The implications from Richardson’s (1992) 
research points to the importance of fostering adjunct faculty support at the college level, 
along with department and discipline specific opportunities for continued training and 
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support. Milton Cox’s (1995) research validates that faculty learning communities 
heighten faculty interest levels in teaching and learning in a supportive context. 
Supervisory classroom observations at the current research site, the Mid-Atlantic 
Community College, suggest that adjunct faculty do not teach the developmental reading 
curriculum in a manner that aligns with the course goals and objectives which were 
recently updated and implemented during the 2013-2014 academic year. Such a gap in 
instruction negatively affects student learning. Currently, the reading department only 
provides one fall and one spring meeting for adjunct faculty teaching in the program. 
Although professional development is provided, these sessions are a one-stop shop 
professional development opportunity instead of fully immersive opportunities for 
individuals to engage in extended professional development. Because of this, reading 
adjuncts are not exposed to current research and pedagogical practices to update their 
teaching on an ongoing basis. The context of this research is to explore faculty 
experiences in this topics-based learning community. The questions that guided this study 
are below: 
1. How does a topics-based learning community help improve the experiences of 
adjunct faculty? 
a. How does a topics-based learning community help foster adjunct social 
capital in the culture of a community college? 
b. How does a topics-based learning community help with teaching 
experiences in the reading department? 
2.  What do adjunct faculty perceive as some of the issues social capital for their 
students and for themselves? 
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3. How can adjunct faculty professional development needs be met through their 
involvement in a topics-based learning community? 
a. How does a topics-based learning community support adjunct reading 
faculty in shifting from a skills-based approach to literacy to a thematic-
based, holistic approach to college-level literacy? 
b. What are the perceived barriers to professional development that adjunct 
faculty members experience? 
In order to answer the research questions that guide this study, a qualitative case 
study design was used. This chapter further discusses the research design and rationale, 
the study context and participants, and the proposed research methods in three sections. 
The first section, Research Design and Rationale, will discuss and justify the research 
design for this study. Section two will describe the study context including procedures for 
selection and characteristics of the site and the participants, and a comprehensive 
discussion of how the site will be accessed by the researcher. The third and final section, 
research methods, outlines the procedure for carrying out the study and the phases of data 
collection. The goal of the study is to add to previous research relating to topics-based 
learning communities for adjunct faculties who teach developmental reading courses.  
Research Design and Rationale 
 In order to gain an understanding of adjunct faculty experiences as participants in 
a topics-based learning community, a qualitative methodology will ground this research. 
This qualitative study will extrapolate understandings about the experiences of adjunct 
faculty engaged in the topics-based learning community by substantiating its research 
through a case study approach. A qualitative case study approach will guide this study. 
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The specific approach of qualitative research was chosen because it is best suited to 
address research problems in which little is known about the variables and more needs to 
be learned through exploration (Creswell, 2011). The limited information present in the 
literature about topics-based learning communities for developmental reading adjunct 
faculty validates a case study approach. The rationalization for using a case study method 
allows for exploring the context of the case in a descriptive manner.  
 Seminal literature defines the case study as an empirical inquiry that investigates a 
contemporary problem within its real-life environment, typically when the boundaries 
between the research phenomenon and context is not clearly evident (Yin, 1984). Given 
that a community college is the study context, this study meets the requirement of the 
real-life context. Further, since it is not clear what impact the context, a community 
college setting, has on the phenomenon, the experiences of participants in a topics-based 
learning community, therefore a case study approach would be useful. Yin (1984) 
suggests that phenomena that require explanatory and descriptive solutions often lead to 
researchers implementing case studies as their preferred research strategy. The research 
will be able to examine the inner workings of the studied environment and discover 
successes in this environment. As a result of utilizing this method, major themes can be 
explored and future recommendations can be made in terms topics-based learning 
communities for developmental reading adjunct faculty. Themes new and unique to the 
adjunct faculty experiences in a topics-based learning community will emerge through 
conducting a case study. 
Although a generally accepted pedagogical model for researching adjunct faculty 
engaged in a topics-based learning community does not exist, the case study approach 
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allowed the researcher to understand this unique scenario in the context of the larger 
population, and produce explanatory and thematic findings. In addition, Yin (1984) 
supports the use of case studies when researchers are asking “how” a contemporary 
phenomenon occurs and are using a purposive sampling, as this study does. The sampling 
is purposive because the researcher is most interested in learning about adjunct 
experiences from the adjuncts who participated in the year-long topics-based learning 
community. The researcher chose in a deliberate manner, the individuals based on their 
involvement in the topics-based learning community (Yin, 2011, p. 88). 
Study Site and Participants 
The research site, The Mid-Atlantic Community College (MACC), is a multi-
campus community college with 3 main campus locations and 3 extension centers, which 
are located in a suburb of a major city in the Mid-Atlantic region. The institution serves 
students primarily within the communities of each respective campus location. The 
learning community gatherings were held at one of the main campus locations. The 
particular campus location that was selected because the adjunct faculty participants in 
the learning community mainly teach on the campus selected for the learning community 
gatherings. 
MACC educates approximately 65,000 students annually, and more than half of 
those enrolled live in the county in which the college is located. In fall 2012, this 
institution employed 427 full-time faculty members and 952 adjunct faculty (Maryland 
Higher Education Commission [MHEC], 2014). The developmental reading department 
employed 15 full-time faculty and approximately 35 adjunct faculty in fall 2012. The 
professors in the reading discipline teach College Reading I and/or College Reading II. 
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College Reading I is open for 18 students per class per semester, while College Reading 
II is capped at 20 students per class per semester. College Reading I curriculum 
emphasizes skills and concepts relating to intermediate college-level literacy. The course 
is outlined to promote critical thinking, study-reading strategies, reader response, and 
media literacy, and the skills taught are applied in an authentic context relevant to 
college-level texts. College Reading II curriculum addresses advanced college-level 
literacy skills through study-reading strategies, critical reading and thinking, reader 
response, and media and information literacies. The skills in this course are applied to 
authentic and relevant college-level texts that reflect the diversity of the student 
population through global issues. 
The institution has a mandatory professional development opportunity at the start 
of the fall semester for all full-time faculty, and adjunct faculty members are invited to 
this event. The departments each have mandatory meetings at the start of the fall 
semester, as does the School of Liberal Arts, which comprises the Reading Department. 
Adjuncts are not invited to either of these meetings, since they cover information that 
pertains mainly to full-time faculty. The institution offers three adjunct faculty sessions, 
which adjuncts are highly encouraged to attend: one at the start of the fall semester, 
targeted towards reviewing college policies for newly hired adjunct faculty; an evening 
adjunct faculty meeting and dinner; and, finally, an adjunct faculty meeting in the 
department. Each of these meetings offer broad discussions about college and department 
policies. The department meeting is more specific, covering one particular pedagogical 
practice each year. In January, at the start of the spring semester, the adjunct faculty 
meeting and dinner provides professional development sessions for adjunct faculty to 
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choose from. Sessions are provided in break-out formats, where adjuncts can select the 
session(s) that most meets their needs. At the end of the break-out sessions, each 
discipline has a break-out meeting for their particular adjunct faculty to go over 
discipline-related policies and updates. 
For the research study, a group of 8 adjunct faculty could potentially have been 
recruited for this study because of their participation in the topics-based learning 
community during the 2014-2015 academic year; however, a sample size of 3-8 
participants was sufficient for this study. Of the 8 who were contacted for recruitment, 3 
who participated in the 2014-2015 topics-based learning community volunteered to be a 
part of this study. The criteria for selecting a primary candidate included adjunct 
participants who engaged in the topics-based learning community during the 2014-2015 
academic year and who completed the entire topics-based learning community and their 
final projects.  
The 3 individuals who participated in the study have been given pseudonyms to 
protect their identity. One current adjunct faculty, one full-time faculty, and one previous 
employee of this community college participated in the study. All of the participants had 
taught as adjunct faculty for the community college while they were involved with the 
yearlong topics-based learning community. Table 1 provides an overview of the 
participant descriptions, including the participant pseudonym, the participant’s title while 
immersed in the year-long topics-based learning community, the participant’s title during 
the research, and whether or not the adjunct faculty member is a current employee of the 
Mid-Atlantic Community College. 
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Table 1: Participant Descriptions 
 
 
 
Participant Degree Title During Learning 
Community 
Title During Research 
Participation 
Cathy M.A.T., Secondary 
Education 
Reading Adjunct Reading Adjunct 
Lauren M.Ed, Reading Instruction Reading Adjunct Instructor 
Elaine M.A.T., Secondary 
Education 
Reading Adjunct Teacher 
 
Cathy has worked as an adjunct faculty member for the developmental reading 
department for 6.5 years. Lauren worked as an adjunct for 5 years at the institution, 
where she taught both developmental reading and English classes, among them English 
composition. She is now a full-time employee at this institution, where she is currently 
teaching developmental reading and writing. Elaine taught for the Mid-Atlantic 
Community College for 3 years as an adjunct in the developmental reading department, 
and she is now employed full-time at another institution. Additionally, all three 
participants have had experience working in the K-12 system as English and reading 
teachers. 
The 3 participants were recruited to better understand the experiences of adjunct 
faculty within a developmental reading discipline who participated in a year-long topics-
based learning community opportunity. The reason for this is because the participants 
within the learning community all came from the same department, they were all women 
and all adjunct faculty. The learning community brought these adjunct faculty together, 
who came from similar backgrounds and experiences in the context of the work setting 
(Creswell, 2003). The application for the learning community went out to all 35 adjunct 
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faculty members in the reading department, both men and women. However, only female 
participants applied for the learning community. 
The topics-based learning community was a year-long commitment, with monthly 
meetings from September 2014 through April 2015. The topics-based learning 
community was grounded in the shift in pedagogy in the field of developmental reading; 
therefore, the topic studied throughout the year was grounded in Holschuh and Paulson’s 
(2013) White Paper, The Terrain of College Developmental Reading. The topics-based 
learning community was supported by The Mid-Atlantic Community College’s Office of 
Instruction through the Center for Excellence in Teaching and Learning division, and the 
Office of Instruction provided a $250 stipend for adjunct faculty who completed the 
entire learning community. In addition to attendance, participants were required to 
develop and submit a unit at the end of the program that demonstrated their 
implementation of the shift in developmental reading pedagogy. They were also required 
to present their units to departments that asked them to do so. The facilitators of the year-
long topics-based learning community created requirements for the mini-units, and they 
outlined other instructional considerations to incorporate the projects based on the topics 
covered during each of the meetings from September 2014 through March 2015. 
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Table 2 outlines the project requirements: 
 
Table 2: Topics-Based Learning Community Project Requirements  
 
 
 
Mandatory Project Requirements  Four week schedule of units and activities including: 
o One active lesson including critical thinking 
o One active lesson including technology 
o One active lesson including integrated 
writing 
o One active lesson including global 
awareness 
o One active lesson including research activity 
 Reading selections:  
o Titles from In Conversation: A Thematic 
Reader for Critical Thinking (Azimi, 
Goehner, 2015) 
o Hard copies of supplemental selections 
 Correlated objectives from Common Course Outline 
 Additional resources (videos, websites, etc.) 
 Directions and rubric for essays and/or projects 
 Variety of Assessments (tests, quizzes, projects, 
Discussion Board Submissions, etc.) 
 Bibliography of included selections and resources 
 Reflection on ATLAS experience 
 
Instructional Considerations  Active student-centered instruction 
 Contextualized and authentic texts 
 Thematic approach 
 Critical thinking 
 Integration of reading and writing 
 Intellectual (academic) rigor 
 Peer collaboration 
 Use of technology 
 Metacognitive experiences 
 Culturally responsive instruction 
 
Table 3 below outlines the learning community meeting dates, along with the learning 
community topics for each of the monthly meetings: 
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Table 3: Topics-Based Learning Community Dates and Details 
 
 
 
Date Topic  Session Details 
September 9, 2014 “The Terrain of College 
Developmental Reading” 
This session focused on the shift in 
pedagogy from a skills-based 
approach to an integrated reading, 
writing, and critical thinking 
approach to college-level literacy, 
which also incorporates one’s 
understanding of cultural and social 
values of developmental reading 
students. 
October 14, 2014 “Socratic Methodology and Bloom’s 
Taxonomy” 
This session focused on acting as 
facilitator instead of working as a 
traditional professor who lectures. As 
facilitator, the use of questioning to 
cultivate thoughts and ideas from the 
students was framed to promote 
critical thinking in the classroom. 
Bloom’s Taxonomy was highlighted 
as a way to promote higher level 
thinking in promoting the concept of 
working as a facilitator. 
November 11, 2014 “Technology in the Classroom” This session focused on integrating 
technology in the classroom to meet 
student needs/interest levels. 
Technology applications discussed 
included: TEDx, creating thought 
provoking Discussion Board 
Prompts, Twitter, and Facebook. 
February 10, 2015 “Thematic Units in the Reading 
Classroom” 
This session focused on creating 
units of study based on student 
interests, personal experiences, and 
current events that connect to 
students’ lives. Proposed topics 
included: criminal justice, poverty in 
America, popular culture, the 
business of college sports, and the 
misogyny on the Web. 
March 10, 2015 Workshop Time to Develop Unit 
Plans 
This session provided the adjunct 
participants time to work with the 
facilitators and their colleagues in 
developing their mini-units of study. 
April 14, 2015 Adjunct Faculty Thematic Unit Final 
Project Presentations 
This session provided time for 
adjunct faculty to present their mini-
units to their colleagues, to the 
facilitators, and to the Director of the 
Center for Excellence in Teaching 
and Learning. 
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Procedure for Site and Population Selection 
For the purpose of site selection, the researcher met by phone with the 3 learning 
community participants for the individual and for the focus group interview since this 
was most convenient for the adjunct faculty with varying schedules. Adjunct faculty 
members who participated in the topics-based learning community were invited to 
participate in the research study, including adjunct faculty who dropped out of the year-
long topics-based learning community. Eight adjunct faculty were accepted and attended 
the first meeting in September, but participants dropped out throughout the year, with 
only 3 completing all of the required parts of the learning community. These 3 
participated in this study. The participants will be a purposive sample. Eight adjunct 
faculty volunteers were selected based on their engagement in the topics-based learning 
community, and 3 participated in the study. 
Researcher Access 
 The topics-based learning community had already run during the 2014-2015 
academic year. Therefore, the researcher had to obtain access to interview participants 
who engaged in the topics-based learning community. The researcher sent an email to 
advertise the study. Those who responded positively then received a consent form, which 
was reviewed with each of them on an individual basis by a phone call before the study 
began. The information that the participants received clearly stated that participation was 
entirely voluntary. Once the adjunct faculties confirmed their acceptance of participation, 
the researcher sent a Doodle Poll electronically to the 3 participants to set up the 
interview and focus group dates and times. After the initial contact was made, the focus 
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group was conducted with the 3 participants using a conference call on Tuesday, 
February 9, 2016, that lasted 57 minutes. The 3 semi-structured interviews were 
conducted in 2016 as follows: Cathy on February 22, Lauren on March 3, and Elaine on 
March 29. 
The approval of the Drexel University Institutional Review Board was obtained 
before the study commenced on December 7, 2015, and the approval of the Institutional 
Review Board from the researcher’s institution was provided on December 10, 2015. 
Access was finalized by completing the IRB process. Once the process was approved by 
both institutions, 8 adjunct faculty members were emailed consent forms to participate. 
These faculty members were teaching during the fall 2015 semester at the community 
college or working elsewhere.  
Research Methods 
A qualitative case study design was used to structure the research surrounding 
topics-based learning community experiences of 3 adjunct faculty members. According 
to Yin (2003), a case study design should be considered when the focus of the study is to 
answer how and why questions, if the investigator has little control over events, and when 
the focus is on a real-life model or context. The majority of the questions in this study ask 
how questions, and the investigator will have little control over what is reported in 
interviews and the focus group. Additionally, the investigator will have no control over 
the items documented in the faculty syllabi or final projects submitted. Finally, the 
topics-based learning community that ran during the 2014-2015 academic year was a 
real-life experience for the adjunct faculty who were asked to participate in the research 
study. 
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Data Collection 
 Primary data sources included transcripts of semi-structured interviews, a focus 
group transcription, and thematic units. Secondary data sources include course syllabi 
prior, during, and after the topics-based learning community experience and field notes. 
The data will be triangulated in an extensive examination of the findings through 
analyzing field notes, interview and focus group transcriptions, and participant course 
documents (Yin, 2011, p. 81). The table below provides a visual construct of the multiple 
sources of data for the data collection process, per Yin’s (2011, p. 58) model: 
 
Table 4: Multiple Sources of Data for Triangulation 
 
 
 
Data collection method Data coverage 
In-depth interviewing  One-on-one interviews of the  
participants in the topics-based 
learning community 
 Interviews were conducted by 
phone Interviews ranged from 13-
51 minutes in length 
Focus group  A focus group of the participants 
from the topics-based learning 
community 
 The focus group was conducted by 
phone 
 The focus group was 57  minutes 
in length 
Participant documents  Reviewed documents, including 
syllabi and final projects that were 
submitted at the end of the topics-
based learning community 
 
With the preliminary phase setting the foundation for understanding the 
experiences in the topics-based learning community and the professional growth from 
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engagement in the learning community, the initial step was geared toward observing the 
exact phenomenon of the professional development opportunity of topics-based learning 
communities and finding trends. Through the focus group, the researcher was able to gain 
a deep understanding of the group’s view of their experiences in the topics-based learning 
community, a professional development model. The researcher conducted a focus group 
with the 3 volunteers who engaged in the topics-based learning community.  
This study also consisted of gaining a preliminary understanding of the participant 
experiences in the topics-based learning community from the previous academic year 
(see Appendix A). In order to gain this initial understanding of the phenomenon, the 
researcher conducted interviews. In addition to obtaining basic demographics, the 
interview questions were aimed at exploring adjunct faculty experiences from 
engagement in the topics-based learning community. Participants were asked open-ended 
questions. 
An open-ended format allowed participants to engage in a free expression of their 
thoughts through this qualitative study. Particular attention was focused on adjunct 
faculty experiences from their engagement and involvement in the topics-based learning 
community. 
 In addition to conducting interviews of the identified participants, a thematic 
analysis began during the preliminary stage. The researcher reviewed course syllabi of 
adjunct faculty participants to see if their assignments aligned with the new college 
standards, as highlighted by the topic of holistic literacy practices during the year-long 
engagement in the topics-based learning community. The voluntary adjunct faculty 
participants were also asked to provide their syllabi from academic years 2013-2014, 
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2014-2015, and 2015-2016 to help the researcher see if curricular changes were 
implemented and developed after the topics-based learning community experience. A 
thematic analysis of the units developed by the 3 adjunct faculty participants who 
completed the entire year-long topics-based learning community was conducted to see if 
the new units matched up with the new pedagogy that was highlighted in the topics-based 
learning community. The three faculty members created the following units of study: 1. 
The Monopolization of McDonalds, 2. The Criminal Justice System, and 3. Happiness.  
During the later stages of the study, the interview and thematic analysis were used 
to draw connections and develop themes in the research. This approach and the 
incorporation of data triangulation produced a cohesive understanding of the findings. 
Overall, the information found in the preliminary phase was used to identify overarching 
themes that surfaced through the various stages of collection and supported the 
triangulation of data. 
Data Analysis 
This study was conducted to include components of data collection and analysis 
because the use of early analysis and continued data collection helped ensure that the 
initial findings accurately depicted the perception of the interview subjects (Miles & 
Huberman, 1984; Stratta, 2004). The researcher also followed the stages of data coding 
per Fereday and Muir-Cochrane (2006). Fereday et al. (2006) have six stages of data 
coding based on research questions and theoretical concepts, which “…serve as a data 
management tool for organizing segments of similar or related text to assist in 
interpretation” (p. 4). The six stages are as follows: Stage 1: Developing the code manual; 
Stage 2: Testing the reliability of codes; Stage 3. Summarizing data and identifying initial 
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themes; Stage 4. Applying templates of codes and additional coding; Stage 5. Connecting 
the codes and identifying themes; and Stage 6. Corroborating and legitimating coded 
themes (Fereday et al., 2006, p. 5). Within each of the six stages, the codes will be 
“written with a code label or name, the definition of what the theme concerns, and a 
description of how to know when the theme occurs” (Fereday et al., 2006, p. 5). 
Following Fereday et al. (2006) in their thematic analysis cultivated a process of research 
that connects how themes are generated from the raw data (p. 9).  
Following the six steps outlined by Fereday et al. (2006) allowed the researcher to 
collect preliminary information about the site and site participants; it, furthermore, 
allowed the researcher to obtain an in-depth account and findings regarding existing 
themes, also by following Fereday et al. (2006) in their process. The study also produced 
meaningful qualitative data through semi-structured interviews that help to provide 
greater insight into the research environment. Additionally, focus group interviews 
likewise provided important qualitative data, inasmuch as the group described their 
feeling of belonging in the department and at MACC. Finally, the thematic analysis of the 
syllabi and final projects helped the researcher find emerging themes from the study.  
A purposive selection process was utilized to obtain the 3 adjunct faculty 
participants during the semester of data collection (Yin, 2011). The transcriptions of all 
interviews and focus groups were analyzed through finding open codes. The coding 
process was used to identify repetitive responses and salient issues before identifying 
major themes. An inductive data analysis was used within this research to ensure validity 
(Strauss, 1987). This inductive analysis consisted of the pivotal steps of openly coding 
data as concepts, grouping concepts into common categories through axial coding, 
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identifying contextual relationships that link the established categories, and finding 
overarching themes that are significant to this phenomenon (Stratta, 2004). The use of the 
documents helped complement the field interviews and focus group conversations (Yin, 
2011, p. 149). 
Data Collection Timeline 
The researcher submitted to IRB in November2015. The voluntary focus group 
was conducted in February 2016, and the semi-structured individual interviews occurred 
between February 2016 and March 2016. Finally, the researcher conducted the document 
reviews of the final projects of the units and the syllabi submitted by the participants 
from December 2015 through April 2016. A thematic analysis of the interviews and focus 
groups occurred from February through April 2016. The chart below provides a visual 
breakdown of the phases within the data collection period of this study: 
 
 
 
 
 
Figure 2: Data Collection Plan 
Ethical Considerations 
There are some ethical issues directly related to case studies. In preparing to 
conduct a case study, one must ensure that the consent forms given to participants clearly 
explain “that the consent process should acknowledge the potential for negative 
interpretations made during the study, and that participants should have a role in making 
interpretations of the study results” (Creswell, 2012, p. 588). Such acknowledgement 
directly stated in the consent form fosters the value of participant respect. Finally, the 
09/2015     10/2015       11/2015 12/2015 to -01/2016       02/2016 to 03/2016 04/2016  
Proposal        Proposal      Submitted to Conducted focus group     Conducted interviews Coding 
defense          revisions     IRB  & ongoing document         & ongoing document 
   review         review 
   
Write, revise and review from September 2015 to May 2016 
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action methodology is directly linked to ongoing collaboration between the participants 
and the researcher. This may become problematic because it can compromise the ethics 
of the research study, as “this close relationship between the researcher and participants 
means that data collection cannot be coercive” (Creswell, 2012, p. 590). All participants 
must know that their participation is voluntary, and, if they choose not to participate, they 
will in no way be penalized for it. 
Maintaining an environment that fosters valid and reliable research relies heavily 
on the researcher’s ability to preserve the rights of the participants involved in the study. 
The researcher is aware of the professional practices that are present in the related field of 
study and will uphold the established standard of ethical research. Prior to conducting this 
study the research possessed the bias that topics-based learning communities enhance the 
overall professional and personal growth of adjunct faculty. This bias will be mitigated 
through the use of data triangulation in order to ensure the trustworthiness of the findings 
and validity. Additionally, the researcher hires and oversees adjunct faculty within the 
developmental education reading discipline at the community college where individuals 
engaged in the learning community during the 2014/2015 academic year, and the 
researcher was co-facilitator of the topics-based learning community. Adjunct faculty 
members who work under the researcher were not invited to participate in the topics-
based learning community to ensure that the researcher looks at the study in an objective 
manner, the does not compromise the work of these individuals. 
All subjects needed to willingly consent to participating in this study. A detailed 
account of pertinent information regarding participation rights was provided to these 
subjects. Furthermore, the researcher maintained pertinent information involving the 
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responsibilities and rights of the selected participants. Subjects had the ability to 
terminate participation at any time during the study without cause and without fear of 
future ramifications. The goal of ensuring an ethical environment for all parties involved 
is of the utmost concern to the researcher.  
The researcher faced additional ethical considerations that derived from being 
employed by the research site and potentially having an association with the program 
administrators, students, adjunct faculty, or site supervisors of the study. Because a 
commitment to researching without bias extended throughout the data collection and 
analysis phases of research, the researcher, therefore, used an audit trail to ensure a 
reliable study (Creswell, 2007; Merriam, 2002). Audit trails serve as a place to record 
researcher reactions to data including analysis decisions and reflections on analysis 
choices, data collection issues, and data interpretation decisions. This study used an audit 
trail to document all reactions during the data collection and analysis phases to ensure 
that no previous experiences or interactions in the research setting influenced the results 
or outcomes of this study. Further, the researcher employed triangulation during this 
study, utilizing multiple forms of data including interview transcripts open coding, focus 
group transcripts and open coding, and document analysis. 
Institutional Review Board (IRB) approval was established to ensure that the 
research was completed in accordance with all institutional and federal guidelines related 
to the use of human subjects. The IRB also served as another set of eyes through the 
review and approval of the study that took place. The IRB office provided guidance 
regarding such topics as establishing consent forms, obtaining proper consent, and the 
ethical considerations of human subjects.  
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In addition, measures were taken to secure the confidentiality of participants and 
the research site. These measures included maintaining a high sense of awareness 
towards ensuring privacy throughout the critical steps of data collection, data analyzing, 
and the dissemination of the findings. During data collection, consent forms were 
processed and filed for record by the researcher. Identifying factors such as participant 
and research site names were removed when the data was being analyzed. Qualitative 
data such as direct quotes, examples, and responses of the participants were also 
reviewed and considered before disseminating to the public. This reviewing assisted in 
preserving confidentiality and limiting the exposure of subject identity through the data 
(Kaiser, 2009). 
Summary 
 In summary, this study seeks to understand the experiences of those adjunct 
faculty who engaged in a topics-based learning community. Because of this, a qualitative 
methodology with a single case study approach was utilized to further cultivate 
understanding adjunct faculty experiences since there is limited information present in 
the literature about a topics-based learning community for adjunct faculty who teach 
developmental reading. 
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Chapter 4: Findings, Results, and Interpretations 
Introduction 
The purpose of this qualitative case study was to explore the experiences of the 
adjunct faculty who participated in a topics-based learning community targeted toward 
developmental reading faculty during the 2014-2015 academic year. Data were analyzed 
into primary and secondary sets. Primary data findings were obtained by analyzing rich 
descriptions from interview transcripts and a focus group transcription. The secondary 
data findings came from document reviews of participants’ syllabi submissions from 
2013-2014, 2014-2015, and 2015-2016 academic years, along with a document review of 
the final projects submitted and presented by the 3 participants. 
This study followed the six stages of data coding per Fereday et al. (2006). The 
six stages are as follows: Stage 1: Developing the code manual; Stage 2: Testing the 
reliability of codes; Stage 3. Summarizing data and identifying initial themes; Stage 4. 
Applying templates of codes and additional coding; Stage 5. Connecting the codes and 
identifying themes; and Stage 6. Corroborating and legitimating coded themes (Fereday 
et al., 2006, p. 5). In each of the six stages, the codes were labeled with a definition of the 
theme. The six stages set by Fereday et al. (2006) helped guide the process of research, 
and the data sets of interviews, the focus group, and the document reviews provided a 
standard of triangulation, which is critical in developing and legitimizing the findings in a 
qualitative study. 
The qualitative case study explored the following questions:  
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1. How does a topics-based learning community help improve the experiences of 
adjunct faculty? 
a. How does a topics-based learning community help foster adjunct social 
capital within the culture of a community college? 
b. How does a topics-based learning community help with teaching 
experiences within the reading department? 
2.  What do adjunct faculty perceive as some of the issues around social capital for 
their students and for themselves? 
3. How can adjunct faculty professional development needs be met through their 
involvement in a topics-based learning community? 
a. How does a topics-based learning community support adjunct reading 
faculty in shifting from a skills-based approach to literacy to a thematic-
based, holistic approach to college-level literacy? 
b. What are the perceived barriers to professional development that adjunct 
faculty members experiences? 
 Four themes have been identified and interpreted as they relate to existing 
literature, theory, and practice. This chapter outlines the findings of this study from the 
primary and secondary data sets. Additionally, the findings are connected through the 
research process of Fereday et al. (2006). Next, results and interpretations are provided 
before concluding with a brief summary of the key points presented in this chapter.  
Findings 
 Four major themes emerged from the data analysis: (a) shifting pedagogy during a 
professional development, (b) perceptions of quality of professional development 
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opportunities, (c) social challenges in developmental education departments, and (d) 
challenges adjunct faculty experienced during the professional development program. 
Each theme contains sub-themes and a detailed explanation of the themes and sub-themes 
are provided in Table 5. 
 
Table 5: Explanation of themes and sub-themes of the study 
 
 
 
Theme Sub-themes Explanation 
Shifting pedagogy during 
professional development 
a. Projects 
b. Syllabi 
c. Collaborations 
The adjunct faculty participants 
voiced in both individual 
interviews and in the focus 
group their experiences of how 
the topics-based learning 
community supported their 
ability to shift pedagogy from a 
skills-based approach to a 
holistic approach to college-
level literacy. Projects and 
syllabi have been identified as 
two sub-themes because the 
participants demonstrated the 
shift in pedagogy in the projects 
and syllabi samples that they 
submitted. Collaboration is the 
third sub-theme for this main 
theme because the participants 
voiced that the element of 
collaboration in the topics-based 
learning community helped 
support the shift in pedagogy. 
Perceptions of quality 
professional development 
opportunities 
a. Cohorts 
b. Specific content-based 
professional 
development 
The adjunct faculty participants 
voiced in both the individual 
interviews and the focus group 
their perception and 
understanding of what it means 
to be involved in quality 
professional development 
opportunities. The sub-themes 
that emerged from this theme 
are that cohort models of 
professional development and 
models that provide specific, 
content based professional 
development are high in quality. 
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Social challenges in 
developmental education 
departments 
a. Developmental reading 
adjunct faculty’s social 
connections 
b. Developmental reading 
students’ social 
connections 
The adjunct faculty participants 
voiced in both the individual 
interviews and the focus group 
challenges faced by individuals 
in developmental education 
departments. The sub-themes 
that emerged from this theme 
are that developmental 
education reading adjunct 
faculty and developmental 
education students face similar 
social challenges in their 
institutions.  
Challenges adjunct faculty 
experience when participating in 
professional development 
a. Schedules and time 
commitments 
b. Incentives 
c. Opportunity for 
reflection 
The adjunct faculty participants 
voiced in both the individual 
interviews and the focus group 
some issues that they faced 
when participating in the 
professional development. The 
sub-themes that emerged from 
this theme are that schedules, 
time commitments, incentives, 
and opportunity for reflection 
after a professional development 
session are all challenges that 
adjunct faculty experienced 
during the professional 
development program.  
 
Table 5 (continued) 
Figure 3, below, provides a snapshot of the 4 themes, along with the sub-themes within 
each of the major themes. 
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Figure 3: Identified Themes and sub-themes of the study 
 
Finding 1: Shifting Pedagogy during Professional Development 
Each participant reflected on her experience with the ways the topics-based 
learning community helped to shift in pedagogy from a skills-based approach to a holistic 
approach to college-level literacy. Such reflections were articulated during the interviews 
and during the focus group session. Since the developmental reading department made a 
significant change to its curriculum, adjunct faculty needed an opportunity to learn about 
such changes, while developing materials to address the shift in pedagogy in their classes. 
The changes were evidenced in the projects, syllabi, and the adjunct faculty participants 
discussed during the interviews and focus group session that collaboration was an 
Shifting pedagogy during 
professional development
a. Projects
b. Syllabi
c. Collaboration
Perceptions of quality 
professional development 
opportunities
a. Cohorts
b. Specific, content-based 
professional development
Social challenges in 
developmental education 
departments
a. Developmental reading 
adjunct faculty's social 
connections
b. Developmental 
education reading 
students' social 
connections
Challenges adjunct faculty 
experience when 
participating in 
professional development
a. Schedules and time 
commitments
b. Incentives
c. Opportunity for 
reflection
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important factor in implementing a shift in pedagogy in their classes. Working with one 
another, discussing ideas, and interacting with one another during the year-long topics 
learning community experience are the aspects of collaboration that the participants most 
appreciated when working toward the shift in pedagogy. 
Projects 
Much of this shift in pedagogy was highlighted by the value that each of the 
participants placed on the final project that they were asked to create during the year-long 
topics-based learning community and then present in April 2015, at the final meeting for 
the learning community. The participants described the final project, where they each 
created curriculum to demonstrate their understanding of the shift in pedagogy, as a 
valuable way to fully conceptualize the new curricular changes in the department.  
During the focus group, Lauren and Elaine emphasized the value of the final 
projects in their descriptions and reflections during the focus group. They responded to 
the following focus group question (see Appendix D): Provide specific examples as to 
how the topics-based learning community has affected your pedagogy and practice in the 
classroom? Lauren started the discussion. 
I think participating in the topics-based learning community, specifically the 
presentations that we did at the end, offered me some ideas, some different ideas, 
of things to incorporate into my classes…  
Lauren’s response indicates that she was able to generate ideas that could be incorporated 
in her developmental reading classes, and her response implies that a shift in pedagogy 
was translated through the creation of her project. Elaine then responded to the question 
after Lauren; she reflected on the impact of Cathy’s final project. 
And I agree with Lauren. I mean, Cathy’s was so artistic, and I’m not an artistic 
person, but it—it makes you really think about well, how can I incorporate that 
into my classroom and—and make my teaching more interesting for my 
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students?...So that’s very beneficial in that way, and motivating you to want to try 
different things that if left on your own you wouldn’t necessarily even think of, 
you know, let alone then ponder how am I gonna—how would I incorporate that 
into my class? 
 
Cathy responded to the same question, mentioning that the final project gave her an 
opportunity to develop a new technology assignment for her developmental reading 
students based on what she learned from the facilitators during the November 2014 
topics-based learning community session. The focus of that session was “Technology in 
the Classroom” (see Appendix E): 
They [the facilitators] would have had to have mentioned that first before I would 
have had the courage—courage to try it.  
 
Cathy’s reflection on the creation of the technology assignment shows that she valued 
working on that final project to demonstrate her understanding of the curricular changes 
and learning the new techniques for integrating technology in her reading course.  
Overall, the 3 participants found the final project to be worthwhile, offering a 
significant way to help them understand the shift in pedagogy in the department. While 
they did not explicitly state that the project helped support understanding of the shift in 
pedagogy, the 3 participants reported that the final project was a practical professional 
development requirement for the topics-based learning community experience. They felt 
that they could use their projects and their colleagues’ projects to integrate the developed 
mini-units in their classes to reflect the newly revised curricular updates provided by the 
department. 
In conducting a document analysis of each of the final projects, it was evident that 
the 3 participants created projects that represented changes they made to their curricula. 
Elaine created a thematic-based unit for College Level II students, the upper-level 
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developmental reading students, relating to the criminal justice chapter in the new reader, 
In Conversation: A Thematic Reader for Critical Thinking (Azimi & Goehner, 2015). She 
incorporated lessons that relate to all of the criteria and topics discussed in the topics-
based learning community. She grounded her criminal justice mini-unit in the following 
over-arching questions: What are the major issues with our criminal justice system? Why 
do these inequalities exist and who benefits from them? 
Appendix E includes the topics that were presented by the topics-based learning 
community facilitators. Elaine’s final project explicitly addressed the following topics 
that were covered in the year-long topics-based learning community: Her assignments 
were developed with The Terrain of College Developmental Reading (Holschuh et al., 
2013) in mind since this white paper grounded the year-long topics-based learning 
community, she had technology-based assignments, her project was developed using a 
thematic approach, and she implemented Bloom’s Taxonomy in her approach to the 
questions that she developed for her students. All of these topics are evident in the final 
project mini-unit that Elaine created. She developed a comprehensive group of writing 
assignments, a multi-media project, Discussion Board assignments, a research 
assignment, and provided a number of supplemental videos to support the study of this 
mini-unit. She designed this mini-unit so that the students would be compelled to 
evaluate the death penalty system in America, issues and inequalities in the American 
criminal justice system, the lucrative business created by the United States prisons, the 
mentally ill and the criminal justice system, recidivism, and also a global comparison 
between the American criminal justice system and another country’s criminal justice 
system based on students selecting a country of interest. She addressed all of this content 
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by identifying college-level readings and creating assignments that integrate reading and 
writing. 
The next participant, Lauren, created a holistic, thematic-based unit for College 
Level II students on the monopolization of “big box” stores and corporations. She titled 
her mini-unit “McDonaldization, Big Box and Marketing: An Active-Learning Unit 
Plan.” Lauren provided a purpose and rationale for her mini-unit: 
The purpose of this unit is to expose students to the evolving culture of the 
business and marketing practices of companies with which they are familiar. This 
unit aims to build students’ awareness of the “bigger picture” of some of the most 
prominent companies in our culture today. Students gain behind-the-scenes 
insight into the everyday operations of some of their favorite and most well-
known markets. A component of the overall study of consumerism, the 
“McDonaldization,” “big-box,” and marketing unit provides students a more 
acute examination of how these businesses operate in an effort to expand, not just 
nationally, but globally. 
 
Lauren’s descriptive purpose and rationale directly show that her mini-unit was 
developed to teach college-level literacy using a holistic approach. Lauren’s rationale 
shows that her unit is thematic-based, drawing on a topic that relates to her students’ 
lives. Additionally, her rationale is one that highlights a unit that asks students to analyze 
and evaluate larger ideas in a critical manner through the use of various readings. 
Lauren’s purpose and rationale does not show signs of incorporating a skills-based 
approach to college-level literacy because she does not concentrate on aspects of rote 
comprehension skills such as identifying vocabulary or pulling out main ideas and 
supporting details. Her purpose and rationale also show that she expects students to think 
critically.  
She then provided a unit overview with the college-level readings that she pulled 
from a variety of sources including journals, print news sources, magazines, readings 
70 
 
from In Conversation: A Thematic Reader for Critical Thinking, and chapters and 
excerpts from books. Additionally, she incorporated videos highlighting the history of 
McDonalds, Walmart, and all the big box stores, revealing the ways they target young 
children in their marketing strategies. 
Lauren was explicit in her use of developing integrated reading and writing 
assignments. For example, she developed an analysis essay for her mini-unit connected to 
one of the readings. Additionally, Lauren’s mini-unit required Discussion Board posts, 
designed to promote critical thinking, reading, and writing. At the end of the mini- unit, 
Lauren developed an essay prompt titled, “McDonaldization/Walmartization Paradigms,” 
where students were asked to write a compare/contrast paper, integrating the course texts 
to prove their points. Her unit showed her to have adopted the new approach to teaching 
literacy. She grounded her project development in the white paper written by Holschuh et 
al. (2013) as the main focus for her assignments. The work that she presented from the 
final project covered each of the topics outlined in Appendix C. 
Finally, the third participant, Cathy, developed a mini-unit for College-Level I 
students based on the theme of happiness. These students are placed at the lowest 
sequence for developmental reading. Her unit fully embraced the new approach to 
teaching college-level literacy based on Holschuh et al. (2013). The mini-unit was 
designed to have students uncover the following sub-themes: (1) gratitude and personal 
happiness, (2) hunger and poverty, (3) adversity and resilience, (4) alcohol abuse/drug 
abuse, (5) violence (including domestic violence), (6) traits (inherited traits vs learned 
traits), and (7) family. Each of these seven sub-themes were used to connect with the 
theme of happiness through the study of a variety of readings, including articles, the 
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memoir, An Invisible Thread (Schroff & Tresniowski, 2011), writing assignments, the 
examination of videos, movies, songs, and artwork, and, finally, an extensive technology-
based assignment to help students with 21st century technology skills. One of Cathy’s 
smaller assignments in the unit, titled “Smile” reads: 
 
Week 3 Day 1–Select any of the artists below. Find their lyrics and document the 
source. Print for class. Now pretend that you are the director of a new film: An 
Invisible Thread. Where would you insert this song? Explain why you are placing 
the song on that portion of the film. Artists: Judy Garland, Michael Jackson, 
Barbara Streisand, Celine Dion, Diana Ross, Nat King Cole, etc. Listen to several 
before selecting. 
 
This assignment is just one of many that Cathy developed to highlight critical thinking 
skills in order to address the shift in pedagogy for her classes. Her project made 
connections to the white paper, Bloom’s Taxonomy, the Socratic method, technology in 
the classroom, and developing a thematic unit in the reading classroom, topics that were 
covered during the professional development program. 
Each of the 3 participants presented their projects to the facilitators of the year-
long topics-based learning community. They also swapped projects with one another so 
that they each had three fully developed units that they could utilize in future. They also 
made their projects available to all faculty in the reading discipline so that others could 
embrace the holistic, thematic-based approach to teaching literacy.  
Elaine also went above and beyond her obligations for the year-long topics-based 
learning community. At a conference held at the Mid-Atlantic Community College in 
spring 2015, she delivered a presentation in front of her colleagues on her experiences in 
the topics-based learning community, including her criminal justice mini-project. 
Additionally, Elaine presented her entire mini-project as a guest speaker at a spring 
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meeting for all full-time developmental reading faculty, and she shared her mini-unit at 
the fall 2015 Reading department adjunct meeting, highlighting her process of shifting 
pedagogy from a skills-based model to a holistic approach to teaching college-level 
literacy.  
Syllabi 
In addition to the final projects, each of the 3 participants submitted their syllabi 
for a document review. Lauren and Cathy submitted syllabi for 2013-2014, 2014-2015, 
and 2015-2016 to show changes in their syllabi before, during, and after their 
participation in the learning community. Elaine submitted syllabi for the 2013-2014 and 
2014-2015 academic years. She did not submit anything for the 2015-2016 academic year 
because she is no longer employed with the institution. The Mid-Atlantic Community 
College has a required syllabus template which asks for the course description, basic 
course information, faculty contact, course times, office hours, the course goals and 
objectives, required materials, and the evaluation and grading systems, among other 
items. The course description, course goals and objectives, and the course rationale are 
standardized by the department. The table below documents the wording of these areas 
that are standardized on all developmental reading faculty syllabi: 
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Table 6: College Reading I and College Reading II Descriptions, Course 
Goals/Objectives and Course Rationales 
 
 
 
 
College Reading I Description: College Reading I explores the skills and 
concepts central to intermediate college-level literacy. 
Course work emphasizes study-reading strategies, 
critical thinking, reader response, and media literacy. 
These skills will be applied within the context of 
authentic and relevant college-level texts that reflect 
the diversity of the students population and the issues 
of a global society. 
Course Goals and Objectives: Upon completion of 
this course the student will be able to:  
1. acquire and use intermediate college-level 
vocabulary in reading and writing;  
2. employ a variety of reading strategies in order to 
develop intermediate college-level responses to 
readings;  
3. identify topics, main ideas, and supporting details;  
4. identify patterns of organization utilized in college-
level texts;  
5. evaluate information from multiple sources;  
6. produce media in a variety of forms generally used 
in college classrooms;  
7. formulate reader responses that demonstrate text 
comprehension;  
8. demonstrate an understanding of how literacy 
impacts personal development and academic 
achievement;  
9. employ metacognitive and critical thinking 
strategies;  
10. organize information in a variety of formats; and  
11. evaluate issues from global perspectives.  
 
Rationale: College Reading I provides instruction in 
vocabulary development, basic reading strategies, 
literal comprehension skills, and an introduction to 
critical reading skills. College Reading I meets for 5 
hours per week. Three hours are spent in a classroom 
setting and two hours are in a reading laboratory.  
 
Reading is the foundation for success: in the 
classroom, on the job, and in your personal life. This 
course focuses on the reading and vocabulary skills 
needed for improving your reading comprehension. 
Through hard work and practice of these skills, you 
will enhance your learning, build your self-confidence, 
and further your opportunities for success in a 
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competitive workplace. Students without the minimal 
skills required for developmental courses may be 
restricted from registering for those courses or may be 
administratively withdrawn from the courses. In many 
cases, these students will be referred to courses offered 
by the Continuing Education and Economic 
Development Division.  
College Reading II Description: College Reading II explores the skills 
and concepts central to advanced college-level literacy. 
Course work emphasizes study-reading strategies, 
critical reading and thinking, reader response, media 
literacy, and information literacy. These skills will be 
applied within the context of authentic and relevant 
college-level texts that reflect the diversity of the 
student population and the issues of a global society.  
 
Course Goals and Objectives: Upon completion of 
this course the student will be able to:  
1. acquire and use advanced college-level vocabulary 
in reading and writing;  
2. employ a variety of study-reading strategies;  
3. identify an author's purpose, tone, and bias;  
4. identify rhetorical modes utilized in college-level 
texts;  
5.evaluate an author's argument for validity and 
credibility;  
6. analyze and synthesize varying points of view;  
7. locate, analyze, and present information from 
multiple sources using various forms of media;  
8. analyze social, academic, and global issues found 
in texts;  
9. formulate reader responses that 
demonstrate critical reading and thinking;  
10. apply issues of academic and global 
awareness to personal/academic situations.  
 
Rationale: Students will be expected to think 
critically about and to analyze and interact with a 
variety of college level texts presented in a 
number of different modalities.  
 
 
 
Table 6 (continued) 
 
For the purpose of the document analysis of the syllabi, the following areas have 
been analyzed: (1) the required course materials, (2) the evaluation system, and (3) the 
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grading policy. Concentrating on these three areas allows for detailed analysis of 
addressing the ways the topics-based learning community supports adjunct faculty to 
develop updated curriculum per the topics that were covered in the year-long topics-
based learning community (see Appendix E). 
Cathy submitted 5 syllabi: one for both levels of developmental reading courses, 
which she had taught in fall 2013, one for College Reading I in spring 2015, and one for 
College Reading II for fall 2015. Her fall 2013 College Reading I syllabus required the 
textbook, Connect: College Reading 2nd Edition (Dole & Taggart, 2014). The focus of 
this textbook is to develop reading and vocabulary skills. The content of the textbook 
reviews pre-reading strategies, during-reading strategies, and post-reading strategies. 
There is an online component to this book, providing videos and isolated paragraphs and 
readings so that students can test their knowledge through multiple choice tests. These 
low stakes tests help the student build confidence in their reading strategies.  
 Cathy’s evaluation requirements and grading policy for College Reading I 
included the following: 
1. At least one assignment that requires students to create and present a media-
based product such as a blog, Google doc, PowerPoint, or another form of multi-
media  
2. A minimum of 10 vocabulary assessments (such as a quiz, homework 
assignment, or computer-based activity)  
3. A minimum of three reading comprehension assessments.  
4. A comprehensive final exam  
 
Writing assignments: To successfully complete the course, students will be 
required to complete a variety of writing assignments. Students are required to 
utilize appropriate academic resources.  
 
Students will earn a final grade of:  
 
20%     Class Work/Lab Work/Quizzes/Blackboard/Homework   
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20%     Comprehension Tests   
20%     Journal    
20%     Research Project/WebProject   
20%     Final Exam     
_____ 
100% 
 For Cathy’s College Level II class, she required the textbook Reading Across the 
Disciplines, Fifth Edition (McWorter, 2014). The focus of this textbook is explicit 
reading skills instruction. The readings from various academic disciplines ask the 
students to read selections, while concentrating on an isolated skill(s), vocabulary in 
isolation, comprehension, and critical reading.  
 Cathy’s evaluation and grading requirements for College Reading II in 2013 were 
as follows: 
   1. Research-based project requiring the synthesis of three or more academic 
sources 
 2. At least one assignment that requires students to create and present a web-
based product such as a blog, a Google doc, a Glogster presentation, a 
PowerPoint presentation, or another form of multimedia 
  3. A minimum of three reading comprehension exams 
  4. A comprehensive final 
 
Students will earn a final grade of:  
 
20%     Class Work/Lab Work/Quizzes/Blackboard/Homework    
20%     Comprehension Tests     
20%     Journal      
20%     Research Project/WebProject     
20%     Final Exam     
_____ 
100% 
 
Cathy’s College Reading I and College Reading II classes included comprehension 
tests, and her College Reading I class included vocabulary tests in the evaluation 
requirements. Additionally, both classes included textbooks that focus on reading skills. 
The older versions of her syllabi do not demonstrate a connection to the holistic approach 
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to college level literacy based on her textbook selections and some of her evaluation 
requirements that emphasize readings that are brief, passages instead of full-length 
college-level readings, along with assignments types that are model after the skills-based 
approach to college-level literacy. 
Cathy’s syllabi moved from a very skills-based approach to college-level literacy to 
a holistic approach, to judge from her required text selections from semester to semester. 
In spring 2015, Cathy taught College Reading I, and she required that students purchase 
An Invisible Thread (Schroff & Tresniowski, 2011), and she required this of her College 
Reading II students in fall 2015. This is a novel about an executive and an underserved 
boy, and how their lives changed because of a small gesture of kindness. 
The evaluation and grading requirements for spring 2015 and fall 2015 that Cathy 
listed on both syllabi are as follows: 
Students’ final grade will be computed as follows: 
 
20%     Homework/Discussion Boards 
20%     Projects 
20%     Journal     
20%     Tests/Quizzes/Papers          
20%     Final Exam     
_____ 
100% 
 
Students will earn a final grade of:   
                 A—90-100% 
           B—80-89% 
           C—70-79%  
           F—69% and below 
           FX--Insufficient attendance  
Cathy’s textbook selections from 2013 and 2014 were extremely skills-based in 
nature for both College Reading I and College Reading II. Her 2015 book selection 
moved from a traditional textbook to a novel. Additionally, Cathy’s assignment 
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requirements shifted a bit from 2013 to 2015. She previously assessed students with 
comprehension tests, and this was worth twenty percent of the final grade. In 2015, Cathy 
removed comprehension tests from her grading requirements, and replaced them with 
projects. Additionally, tests/quizzes were worth twenty percent in 2013 and 2014. In 
2015, she added papers to the tests and quizzes, shifting the weight in this area. This 
reflects that Cathy updated her curriculum to highlight a more holistic approach to 
college-level literacy in her courses. 
 In fall 2013, Lauren and Elaine taught College Reading II, and they also did in 
fall 2014. Their adjunct faculty syllabi were identical; both indicated that Reading Across 
the Disciplines, Fifth Edition (McWorter, 2014) was the required text, just as Cathy had. 
The grading on both their fall 2013 and fall 2014 College Reading II syllabi was as 
follows: 
Students’ final grade will be computed as follows: 
20%     Homework/Quizzes   
30%     Tests     
30%     Lab Assignments   
20%     Final Exam    
 
Lauren and Elaine, who taught on the same campus also had the same required texts and 
grading requirements each year. In 2013 and 2014, both required textbooks that strongly 
emphasize a skills-based approach to college-level literacy, and their grading 
requirements appear to assess student performance in a skills-based approach, as well. 
In 2015, Elaine no longer taught at the institution. However, in fall 2015, Lauren 
taught College Reading II, and her new syllabus in 2015 showed that she transitioned 
from a skills-based approach to college-level literacy to a holistic approach to college-
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level literacy. Her required book for fall 2015 was In Conversation: A Thematic Reader 
for Critical Thinking (Azimi & Goehner, 2015), and her grading requirements are below: 
Students’ final grade will be computed as follows: 
20%     Homework/Quizzes   
30%     Papers/Tests     
30%     Computer-Mediated Projects   
20%     Final Exam   
 Lauren submitted her syllabi for fall 2015, and it shows that she required a new 
book, and her grading requirements also shifted. The book required by Lauren in 2015 is 
not a traditional textbook. Instead, it is a reader with each chapter focused on a different 
theme. Each of the themes has a number of articles, and each article has four critical 
thinking questions to promote critical literacy, integrated reading and writing, and critical 
thinking. Additionally, she added papers to her grading requirements, and the papers are 
more heavily weighted compared to homework, quizzes, and the final exam. 
After analyzing syllabi from all 3 participants, the analysis points to the theme 
that the topics-based learning community might have helped to support adjunct faculty in 
developing and updating their curriculum. Syllabi development was not an area of focus 
for the topics-based learning community, but shifting from a skills-based approach to a 
holistic approach to teaching college-level literacy was. Therefore, the adjunct faculty 
who participated in the topics-based learning community should have made revisions to 
their syllabi if they in fact learned from the monthly topics that were presented to them 
throughout the year. The progression of changes made on the syllabi submitted by Cathy, 
Elaine, and Lauren suggests that there was a potential connection between the content 
from the topics-based learning community to help support these 3 adjunct faculty 
members to develop updated curriculum and their new syllabi.  
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 Collaboration 
 The 3 participants of the study took great measure to highlight the importance of 
faculty collaboration with participants of professional development opportunities. 
Collaboration with both full-time and part-time faculty members is something that each 
participant valued as an important aspect of professional development opportunities. 
They each articulated the idea that professional development focused on collaboration 
helped to support each of them through developing updated curriculum to meet the new 
pedagogy shift from a skills-based approach to teaching college-level literacy to a holistic 
approach to teaching college-level literacy. 
 During the focus group, Elaine discussed how she felt the topics-based learning 
community collaboration benefited her as an adjunct faculty member, in responding to 
the following question: “Provide specific examples as to how the topics-based learning 
community has affected your pedagogy and practice in the classroom?” 
One example that came to my mind was just using more discussion methods like 
the Socratic method, and even before the presentations even just throughout the 
course, just a general discussion that we had along the way…different ideas that 
people would talk about whatever they were currently teaching in their room were 
also very helpful. You know, anytime I think that instructors get together and 
have time to talk about what they were teaching, and what they’re doing, and how 
it’s working, even the little things that you pick up from someone else generates 
more ideas for yourself…So, I think really just I think it’s a great experience in 
that way just for all the little pieces along the way… 
Although she did not explicitly say that the topics-based learning community 
collaborative aspect supported her in updating her curriculum, this idea is implied in her 
above response. Her reference to having the opportunity to listen, learn, and discuss 
methodologies such as the Socratic method and other topics highlighted throughout the 
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year-long topics-based learning community shows that Elaine was able to learn from 
these experiences in ways that translated into her teaching. 
Further, in their individual interviews, all 3 participants mentioned the value of 
collaboration with adjunct faculty and the two full-time facilitators, all of whom teach in 
the developmental reading department. In her individual interviews, Cathy specifically 
voiced her a yearning for collaboration during the monthly meetings. Cathy actually 
stated that her experience in the topics-based learning community was most valued and 
enjoyed when time was carved out by the facilitators for everyone to share ideas with one 
another, as opposed to listening to presentations from the facilitators regarding the shift in 
pedagogy. She noted that the time to collaborate helped her better understand how to 
adopt the changes from a skills-based approach to a holistic approach to college-level 
literacy. Cathy referenced this by noting the importance of the candid discussions that 
evolved from the topics-based learning community when she responded the following 
question: “Did the professional development experiences referenced above add value to 
your experience as an educator? If so, how and why? If not, why and why not?” 
…So that was beneficial….being able to talk to one another candidly about our 
issues. Um, working through problems and successes: both…I felt we were able 
to have real candid discussions that I didn’t feel that it was stilted in any way. I 
just wish that there had been more time to collaborate. 
 
Cathy’s reflection on collaboration ends with her wishing for even more collaboration to 
gain insight from her colleagues. Additionally, she commented on the same question in 
reference to professional development opportunities, in general, with the following: 
… and of course I walk in and see all kinds of other instructors I know, which you 
know, you walk in not expecting to know anyone [in a professional development 
session], and then you see other people there that you know, which is always a 
bonus. But, what I do is, I keep a file of everything that I have attended. I mean it 
should be an indication in how much they do mean to me. And in that file I keep 
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the original printout that was sent, usually online. Then I usually keep my notes 
with it, and anybody else’s email or anything else that goes with it, or maybe even 
somebody I met there with their email contact information. And actually that file 
grew so large that I put it down in my safe and I started a new—a new file. 
 
Cathy’s response emphasized that the built-in time to collaborate with her colleagues 
during the professional development sessions was important to her, as well as the 
opportunity to further cultivate her pedagogy and practice. Lauren responded to the same 
question, also highlighting the importance of collaboration in her response: 
Yes, my professional development experiences added value. You get to talk with 
other people who are, you know, doing the same things that-that I am… So, you 
know, sharing ideas and strategies and things like that. 
 
Lauren’s idea reiterated the value she placed on the opportunity to collaborate with other 
faculty, citing that it is beneficial to collaborate with others in similar teaching situations.  
The ideas that emerged out of the focus group and individual interviews 
highlighted the importance of collaboration to enhance and support adjunct faculty 
through a shift in pedagogy in the developmental reading discipline. The opportunity to 
collaborate created a risk-free time to reflect how such changes can be made by each of 
the 3 participants. 
Finding 2: Perceptions of quality of professional development opportunities 
 The 3 participants cited their perceptions of quality professional development 
opportunities offered at the institution during their focus group and individual interviews. 
In their focus group, the participants responded to the following questions relating to the 
quality of professional development: (1) “First, I would like to hear about the 
professional development opportunities at this college that adjunct faculty take to 
enhance their professional skills. In what ways were the professional development 
opportunities helpful to you? In what ways do you feel that the professional development 
83 
 
opportunities fell short of helping you reach your goals?” (see Appendix D). The 
interview protocol (see Appendix C) included the following questions that the 
participants responded to regarding perceptions of quality professional development 
opportunities: (1) What are your experiences with professional development at this 
institution? (2) Did the professional development experiences referenced above add value 
to your experience as an educator? If so how and why? If not, why and why not? (3) Did 
the professional development workshops effectively cover content knowledge about 
reading in the professional development experiences you attended? Why or why not? In 
response to these questions the participants overwhelmingly reiterated two ideas of a 
quality professional development: (1) the cohort model of a professional development 
helps with quality, and (2) professional development opportunities need to be specific 
and content-based in order to provide a worthwhile experience for its participants. 
Cohorts 
This year-long learning community was a topics-based learning community; 
however, it also felt like a cohort because the participants from month to month were the 
same individuals, and everyone was an adjunct faculty member from the developmental 
education department. Further, the co-facilitators also remained the same for the entire 
year. Elaine notes the importance of the cohort structure in the focus group: 
I just want to say something similar to this topics-based learning community, even 
if you don’t do the exact cohort again, I thought it would be very beneficial 
especially because it gives adjuncts an opportunity to interact with each other as 
well as some full-time faculty….And just literally the time to be in a room with 
other instructors and talk about your teaching, you know, because oftentimes 
there just isn’t time…You teach, and you go home as an adjunct. So I think any 
time that you can do the cohort, that is definitely beneficial. 
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She further emphasized the importance of such professional connections during her 
individual interview when she responded to the following question: “You recently 
engaged in a faculty learning community during the 2014-2015 academic year. Explain 
your experience(s) in this learning community. What was the purpose/reason for 
engaging in the year-long topics-based learning community at this institution?”: 
I thought it was definitely worthwhile, as far as being able to kind of really have 
the time to sit down and discuss like, um, teaching ideas, you know, whether it 
was content or management or, you know, just activities that you haven’t tried 
before as an instructor. Um, and I thought it was good, too, meeting with people 
who you wouldn’t necessarily have otherwise been able to sit down and have a 
discussion with. You know, like Cathy and to have the two facilitators and all of 
us in the room together, like how often does that happen, where you have that 
many people ever sit down and-and just talk about teaching for an entire academic 
year?  
 
Elaine’s comment implies that her perception of a quality professional development 
experience was enhanced through a cohort model, and she identified with the topics-
based learning community as a true cohort experience.  
 Although Cathy did not specifically mention the word ‘cohort’ in her interview 
and focus group responses, she underscored the importance of collaboration and dialogue 
that should occur during professional development opportunities. Cathy responded with 
the following during the interview: 
…No matter what campus I’m on, um, for me oftentimes if-if nothing else, even 
if I did not get anything out of—or much, anything much out of the session, I try 
to at least—I try to meet at least one more person…become familiar with one 
more person. Whether it’s a speaker or the person I’m sitting next to, or 
somebody in my group. That is just who I am. I may not see them again for years, 
but, um, it’s my way of reaching out, and to me it does not matter to me if the 
person’s full-time, if the person’s department head, or if the person’s an adjunct. 
 
This connection and interaction with colleagues is what Cathy valued the most from the 
topics-based learning community experience—the dialogue among her colleagues and the 
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co-facilitators to chip away at issues and ways to address the new curricular shift in 
pedagogy. Cathy’s discussion of the dialogue with her colleagues and the co-facilitators 
implies that she felt a comfort level in this professional development group, and the 
perception is that quality professional development comes from ongoing dialogue with 
the same group of people associated with the professional development community 
 Lauren echoed the importance of having a group connection with colleagues 
during professional development experiences; such connections, she felt, enhance the 
quality of professional development. She compared professional development where 
colleagues are connected to the way adjunct faculty are integrated in a department: 
I’ve felt pretty well connected, you know, as an adjunct. Um, and that could be 
due to, you know, the day that I was there. I was there during the day, sometimes 
all day long, and you know, the design of our office, like, it was discussed before 
about sitting at a round table in the middle of an office with four full-time 
instructors surrounding, so you had—you know, you had an opportunity to sit and 
talk to each other, and Elaine and I sat at that round table together quite—quite 
often, and bounced ideas off each other and outcomes… And so, you know, we 
had that opportunity, but you know, where you go—on different campuses, the 
adjuncts sit on a completely different floor as the full-timers, and you know, we 
just kind of sit in that room by ourselves and then go teach our class and then 
leave. 
 
Lauren’s comment emphasizes the idea that the one main campus organically 
creates a built-in cohort model because of the fact that adjunct faculty are in the same 
office as full-time faculty, and are, thus, easily able to access one another. Lauren pointed 
out that she had a similar working schedule to Elaine, so they were able to discuss ideas 
with each other beyond professional development opportunities. However, Lauren further 
pointed out that another of the three main campus location lacked a cohort feel because 
adjunct faculty in the Reading department worked on different levels in that particular 
office building and, thus, did not have easy access to full-time faculty. Instead, this other 
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campus location was isolating and lacked a cohort feel. The value placed on a cohort 
model is present in all 3 of the participant comments.  
Specific, content-based professional development 
Specific, content-based professional development is a sub-theme. This sub-theme 
addresses the value that the participants placed on professional development 
opportunities that emphasize college-level reading pedagogy. They articulated that such 
opportunities provided quality professional development sessions that they each valued. 
During the individual interviews, the participants responded to the following prompt: 
“You recently engaged in a faculty learning community during the 2014/2015 academic 
year. Explain your experience(s) in this learning community” (see Appendix A). The 
focus group (see Appendix B) presented the following prompt: “Provide specific 
examples of how the topics-based learning community has affected your pedagogy and 
practice in the classroom.” 
Lauren discussed the idea that professional development opportunities were most 
affecctive when they are focused on delivering content to professionals. She noted that 
the developmental education department at the Mid-Atlantic Community College had 
undergone significant changes to its pedagogy relating to college-level literacy: 
The focus was on content. And especially with, you know, this paradigm shift 
over the last couple of years or a shift in pedagogy. 
 
Lauren’s reflection on this shift in pedagogy was linked to the idea that 
professional development opportunities, such as the year-long topics-based learning 
community provided the best types of professional development opportunities for 
professionals because it honed in on providing professional development that was 
targeted and specific to the pedagogy in her content area.  
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Cathy took this discussion a step further in her individual interview: 
In other words, what was helpful for me in that I enjoyed having a more intense 
focus on the critical listening, critical thinking, critical speaking…those aspects 
that were bringing—being brought to light there in our department. I just felt like 
we knew of the changes. 
 
Cathy was reflecting on the fact that the topics-based learning community provided a 
year-long professional development opportunity that supported the faculty during 
significant changes in the developmental reading department. The focus on critical 
listening, critical thinking, and critical speaking listed by Cathy demonstrates that she 
was aware of the content changes and that she valued this professional development 
opportunity. As a topics-based learning community participant, she was aware of the 
changes.  
 Finally, Elaine’s comment about a content-rich professional development was 
echoed by the other participants in which all 3 adjunct faculty valued specific content-
related professional development opportunities: 
I attended pretty many in the three years that I was there. And, like Lauren, I think 
kind of a mixed bag as far as how useful they were. For me, I think most of them 
were useful—especially those that were done either through the Reading 
department or developmental education, and certainly the topics-based learning 
community, you know…those that applied directly to the area that you’re 
teaching. You know, I think I feel I got more out of those sessions than some 
others.  
These additional thoughts shared by Elaine show a direct correlation to the importance of 
providing quality, professional development sessions with a specific focus on content 
since the focus on content is helpful in improving how faculty teach college-level reading 
courses. She further extended on this idea during her interview: 
Yes, I thought the learning community was very good, and there’s just the—kind 
of, again, you know, the creativity just kind of builds and-and builds as you go 
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through and watch other people’s lessons and other people’s ideas. And it just 
kind of sprouts your own ideas or you own take of a way of, you know, 
addressing a lesson or a concept. 
 
For example, in the topics-based learning community, the professional development that 
Elaine mentions, the main focus of the professional development was to help adjunct 
faculty understand and adopt pedagogical changes in the developmental reading 
department. Each month highlighted a different topic that was covered at the topics-based 
learning community sessions (see Appendix E), and this content driven focus is what 
Elaine perceived as a quality professional development opportunity. 
Finding 3: Social Challenges in Developmental Education Departments 
 The adjunct faculty who participated in this study noted that adjunct faculty face 
social challenges in institutions and departments; however, it was also noted by the 3 
participants that adjunct faculty can face social challenges similar to those faced by 
developmental students. This unique connection between adjunct faculty and 
developmental students was noted in both the focus group and in some of the individual 
interviews.  
Developmental education reading adjunct faculty social connections 
 This sub-theme represents the developmental education participant adjunct faculty 
voices regarding the way they have experienced or not experienced social connections in 
the department and institution. The participants discussed in the interview and during the 
focus group session that adjunct faculty in the developmental reading department can 
face challenges because they lack connections in the department. 
Cathy, in particular, noted a direct connection between the social challenges faced 
by adjunct faculty and developmental students during the interview protocol, responding 
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to the following question: “Can you describe your thoughts on if you think that adjunct 
faculty and your students have similar experiences regarding feeling connected to or 
disconnected from the college community?”  
I think we’re both—we both are coming in some cases not knowing another 
single soul… So I can identify with them that it can be a very lonely time for 
them… So I can identify with them that it can be a very lonely time for them. 
 
This comment revealed Cathy’s vulnerability, and connection that she made between the 
developmental student and her own situation as an adjunct faculty member in the 
developmental reading department was astute. Cathy used to work on a main campus at 
the Mid-Atlantic Community College. She noted in both the focus group and her 
individual interview that she felt very well-connected as an adjunct faculty at one main 
campus. However, she has recently switched from teaching during the day on the main 
campus location to teaching evenings at an extension center. Her most recent experiences 
working in the evenings at the satellite location no longer provide an opportunity to feel 
connected with others. Cathy noted this as a major challenge for her, and discussed that 
her involvement with professional development opportunities, such as the topics-based 
learning community, were the only times when she interacted with other faculty 
members. Because of this unique social challenge that she faced, Cathy became more 
intentional in connecting with her students. Because she felt disconnected as an adjunct 
faculty member, she made an effort to create a community for her students. 
I will have students voice to me quite often and will thank me for creating that 
micro-community so that they can be involved with one another. And, in the past 
I’ve had students tell me they are—they are family now. And so that means a lot 
to me. Because that tells me that I’m not forceful with it, but I do require them to 
have three other students in the room who “have their back.” In other words, look 
out for them - will share assignment information and things like that. And-and I-I 
think that’s needed. And sometimes I wish I had three colleagues who had my 
back. 
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Cathy’s statement is directly connected to the idea that as an adjunct faculty member, she 
feels deeply disconnected from her peers. She indicates that she is craving time to work 
and collaborate with others on her campus. She has worked to build such opportunities of 
connection for her students so that they are not burdened by that same isolation that she 
has been faced with.  
 Lauren and Elaine, on the other hand, describe how they felt connected in the 
developmental reading department during their individual interviews in response to the 
following question: Did the professional development experiences referenced above add 
value to your feeling of belonging to this institution? If so, how? If not, why not?”: 
I always felt connected…even as an adjunct because I taught a lot of classes,  
I took a lot of training and, yeah, I was in the office a lot. And I taught at local 
campuses, as well.  
 
Lauren’s above comment highlights that this feeling of belonging occurred because she 
had strong social connections in the department. Such connections were nurtured and 
developed because, as Lauren indicated, she taught a number of classes, she engaged in 
professional development opportunities on an ongoing basis, and she was a member of 
the Reading department on many campus locations for the Mid-Atlantic Community 
College. Elaine echoes this idea, as well: 
Feeling of belonging. I would—yeah, I would say yes to that. I’m not-not truly 
sure how, I mean other than the fact that you’re there and you’re there with her 
people who are in your same position... Um, I think just the fact of being there 
and, you know, discussing things as far as students or teaching goes makes you 
feel, you know, like you belong. 
 
Elaine’s response shows that her feeling of belonging is connected to her social 
connections in the developmental reading department. She worked out of the campus 
location where adjunct faculty and full-time faculty shared an office space. Her feeling of 
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belonging contributed to the fact that she had connections with both full-time and part-
time faculty in the Reading department.  
Developmental reading students’ social connections 
This sub-theme relates to the perspective that the participants shared regarding the 
lack of social connections that are experienced by developmental reading students. The 
question that the participants responded to during the interview regarding this sub-theme 
is as follows: “Can you describe your thoughts on if you think that adjunct faculty and 
your students have similar experiences regarding feeling connected or disconnected with 
the college community? The focus group questions that prompted responses for this sub-
theme include the following: (1) “I would like to know how to make professional 
development opportunities more welcoming to the adjunct faculty members, and want to 
hear your thoughts on how we could do that”, and (2) “Do you think that developmental 
reading students have a social network at this community college that is supportive of 
their academic needs?” 
During the focus group, there was a long discussion about the idea that these 3 
adjunct faculty members perceived the developmental education students at this 
institution as facing social challenges. Lauren began the conversation by stating that her 
students must be pushed by their instructors to promote a connection to the college 
community: 
I think it has to be facilitated by the instructors. I don’t think that they engage in 
that on their own. I mean, they make friends in class, they get phone numbers…if 
they miss a class and things like that. They do that on their own. But, as far as, 
you know, wider social integration, I—I think that it’s just something that is 
facilitated by the instructors—not necessarily something they do on their own if 
that makes sense. 
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Lauren’s response points to the idea that developmental reading students lack academic 
social awareness, and they depend of their instructors to push them toward college 
resources. The developmental students even rely on the faculty members to encourage 
them to create connections with their reading colleagues. Elaine then responded to 
Lauren’s comments: 
I agree with Lauren and Cathy. I think the majority of my students kind of really 
needed some direction, even to connect with other students. I remember one of 
my classes—and I always encouraged them to—especially if they were a quiet 
class that didn’t seem to interact much at the beginning, you know, to exchange 
phone numbers, emails, and—I remember one class where I was just like, I just 
had to insist that they did it. You know, and I was like, you know, if you were 
sick and—or—you know, and you needed to find out a missing assignment or 
anything, you need to make some connections. And I just—I don’t think a lot of 
our students recognize that until perhaps toward the end of the semester even, or 
until they have, you know, a need to reach out to someone.  
This dialogue shared between Lauren and Elaine highlights and focuses on the social 
challenges shared by developmental reading students. According to the perceptions of the 
participants of the study, developmental reading students have difficulty making 
connections with the college. They need direction to branch out and meet other students 
in their classes. Instructors need to help their students build peer connections to increase 
student success. Academic success heavily relies on a developmental reading student’s 
connections to the college. These students typically struggle academically; therefore, the 
connections to areas in the institution, such as the writing center and tutoring centers, 
help guide students to get the extra help that they ultimately need.  
 Lauren further discussed the challenges that students face during her individual 
interview. She noted that the students in developmental reading classes face many 
difficulties, making it hard to maintain connections with the college and the faculty. They 
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have external obstacles: many work many jobs, they have children and families that they 
must care for, and many live at or below the poverty level. All of these challenges make 
it even more of a challenge to remain connected to the college. At the end of her 
discussion of this, Lauren noted the similarity between the social challenges faced by 
adjunct faculty and developmental education students.  
Adjunct faculty, I think kind of face the same thing—especially, you know, a lot 
of adjunct faculty members have other jobs.  
This connection drawn by Lauren regarding developmental students and adjunct faculty 
was then an idea agreed upon by Elaine and Cathy, as well, which indicates that may feel 
disconnected from full-time faculty because they are working in different organizations 
outside of the college where this study took place. 
 Adjunct faculty lack social connections to the institution, as Lauren’s comment 
above indicate, and as Cathy pointed out throughout the focus group and her individual 
interview. The 3 participants agreed that adjunct faculty in the developmental reading 
department face similar social challenges to their developmental reading students. 
Finding 4: Challenges adjunct faculty experience when participating in professional 
development 
Lauren, Cathy, and Elaine all noted that they participated in professional 
development opportunities because they each have drive and intrinsic motivation to 
remain current with research and best practices to best meet the needs of their 
developmental students. They shared that their engagement and involvement in the year-
long topics-based learning community was due to the fact that they were invested in 
making changes to their curriculum to reflect the shift in pedagogy from a skills-based to 
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a topics-based approach to teaching college-level literacy. However, with this in mind, 
they also noted that participating in professional development opportunities comes with 
challenges. The three barriers noted throughout the interviews and focus group were the 
challenges attributed to schedules, time commitments of professional development 
opportunities, and the lack of incentives provided to adjunct faculty who engage in 
professional development opportunities. 
Schedules and time commitments 
The first challenge that came up quite frequently is that the participants noted that 
adjunct faculty have difficulty engaging in professional development opportunities 
because of their very busy schedules and time commitments. Many adjunct faculty 
members have several jobs. This particular institution, the Mid-Atlantic Community 
College, is a multi-campus institution. Professional development opportunities are mainly 
offered at the three main campuses, and, on occasion, at one of the extension centers. It 
was noted that this can create challenges for adjunct faculty to engage in professional 
development opportunities. Lauren discussed the importance of creating professional 
development opportunities that are mindful of adjunct faculty schedules. 
Professional development opportunities should be offered during different or 
various times and various days to help with adjunct schedules.  
 
Cathy also noted that adjunct faculty typically do not have an opportunity to teach 
during the spring semester due to low student enrollment. She suggested that individuals 
and groups who plan out professional development opportunities be mindful of this:  
I think I had told you this before, that I tried to engage in at least one longer term 
professional development a year. It doesn’t even have to be a long-term, maybe a, 
um, one that I just think will help me professionally in the classroom. Um, and if 
it’s not a year long, sometimes I can, you know, I will pick two semester-long 
special professional developments…it just depends on how in-depth they are. And 
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also if I have employment in the spring. That has a lot to do with it as well 
because, um, there has been a spring or two where I’ve not taught. Maybe just one 
spring, but I just know that sometimes I wait in the spring almost to the last 
minute finding out if I have a class or not, so I would not—well, let’s say this. I 
have not signed up for professional development in the spring if I did not have a 
class. 
 
If this institution wants adjunct faculty to participate in professional development, it 
should consider providing professional development opportunities during the fall 
semester, when adjuncts are available.  
In her individual interview, Cathy stated that during the work week, it is difficult 
for adjunct faculty to make additional time commitments even if it is for professional 
development. She suggested that offering professional development over the weekend – 
specifically on Saturday would potentially help alleviate issues of time commitment. 
Moreover, Elaine discussed in her interview that, since very few adjunct faculty are given 
classes in spring semesters, opportunities such as the topics-based learning community 
could be more intriguing to a larger group of adjunct faculty if it were accomplished in a 
shorter time span. She agreed that a significant amount of time should be spent in a 
learning community, but she noted that more faculty may get involved if the learning 
community took place in one semester instead of an entire academic year.  
I know we kinda talked a little bit during the focus group one about the possibility 
of either, um, kind of rotating like the dates and times, you know, so that it wasn’t 
limiting to some people, you know, that maybe more people could do it if—if 
there was some, you know, rotation…or maybe it’s even do it in two sections. 
Like I don’t know if having people sign up for two full semesters all at once is a 
deterrent or not for some people. 
 
Elaine also noted that while some professional development opportunities may 
seem too lengthy, some, such as the one-stop shop workshops, are far too short, and then 
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lack content. She noted that such sessions are not always even worth making time for 
because they don’t create added value. Adjuncts’ busy schedules create a challenge for 
them to engage in professional development opportunities if they are not planned during 
times, days, and semesters that make sense for adjunct faculty schedules. 
Incentives 
Another challenge that was noted was that adjunct faculty professional 
development opportunities must have some sort of incentive attached in order for adjunct 
faculty to feel a reason and purpose to participate in the professional development. 
Lauren was quite vocal about incentives for adjunct faculty who participate in 
professional development. She thinks that adjuncts should be given a stipend for their 
participation in professional development. She particularly feels that this is important for 
a model similar to the topics-based learning community since this was a year-long 
commitment. She believed that a stipend would help with attendance, and she indicated 
that the stipend for the topics-based learning community is what truly motivated her to 
sign up for this particular professional development. This discussion regarding a stipend 
took place both during the focus group and during Lauren’s individual interview. Elaine 
and Cathy agreed with Lauren about the importance of offering a stipend during the focus 
group. 
In addition to a stipend, Lauren indicated that providing food at such professional 
development opportunities would be beneficial to adjunct faculty, and it is actually a 
barrier when food is not offered. 
You know, offering food, lunch, dinner, breakfast, whatever, I think that, you 
know, that brings people in and they don’t have to, you know, worry about 
hurrying up and eating before or after the meeting.  
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Lauren’s point regarding food was an incentive that the other two participants felt is 
necessary, and they Cathy and Elaine both noted that it is important for individuals to 
plan professional development opportunities with food because of Lauren’s point 
regarding saving time. Both felt that Lauren’s indication that adjunct faculty should not 
have to rush from place to place is a critical component when planning for professional 
development sessions, and the addition of food is an easy way to alleviate this stress on 
adjunct faculty who participate in professional development opportunities. 
Finally, the biggest incentive noted by all 3 participants regarding incentives for 
professional development opportunities was to create meaningful, content-rich 
professional development opportunities that offer practical ideas for participants to take 
back to their classrooms. The participants felt that this was the most important and 
valuable item to note regarding incentives. During the focus group, Cathy, Elaine, and 
Lauren discussed this idea in a deep discussion. Cathy began: 
As far as the actual sessions, I always go into each session trying to understand 
what the outcome is to be, but also I look at it as what’s in it for me. Um, what 
can I take away from it even if it’s simply a small piece? Yes. I’ve been in many 
sessions where I wonder what is in it for me, but I can always find something that 
I can use with my students or with—just in my own teaching to change 
something, or to try something. 
 
Lauren and Elaine strongly agreed that take-aways are critical so that they have 
something that they can integrate into their classes, and then in her individual interview, 
Cathy further noted the importance of having take-aways: 
Well, I-I do place a lot of value on professional development of all kinds, whether 
it’s just an afternoon, an hour-and-a-half somewhere or whether it’s the lengthier 
time with the cohort. Because I’ve always enjoyed going to them and trying to 
figure out well what is in this for me? What-what can I take back?  
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However, Lauren pointed out during the focus group that many professional development 
sessions she had attended did not deliver in content, making it difficult to utilize any of 
the ideas presented: 
So, I’ve attended many, many, many professional development events in my 
career, and I think in a lot of ways, as far as shortcomings, you know, I feel like 
I’ve attended some presentations delivered by instructors who just want to check 
off the that they presented, and they didn’t really put any effort into their 
presentation, and I felt like in some ways some specific breakout sessions that I 
went to kind of were, you know, a waste of my time.  
 
The professional development sessions Lauren referred to were not of high quality, and 
they also lacked content and pedagogical take-aways, therefore, making them a waste of 
time. 
 Opportunity for reflection  
 The final barrier brought up by the participants was the idea that adjunct faculty 
have very few opportunities to reflect and discuss after attending professional 
development opportunities. Cathy started this conversation in the focus group: 
I really appreciate being in community with full-timers and adjuncts together, and 
oftentimes I don’t always know who’s full-time, and who’s the adjunct, and that 
works for me most of the time…Um, but I have this perception. Now here’s the 
downside. I have this perception sometimes that full-timers, um, oh let’s say that 
they are privy to more information afterwards than adjuncts are. I think it’s just—
it’s just in the community that you’re in, in other words, it may not be a formal 
announcement of getting more information. It’s more of an informal, I’m sure—
informal way full-timers tend to spend more time with full-timers, and I think if 
there is more information that comes from that I don't feel that adjuncts are 
always in the loop—…And by added information it’s not even big pieces to the 
picture. They can be subtle nuances to the perception of whatever the session was 
about, whatever the professional development was about. Um, and then you—we, 
meaning I’m an adjunct—tend to pick up on it later, and sometimes much later 
after the fact.  
 
She stressed the point that adjunct faculty and full-time faculty attend professional 
development sessions and workshops with one another. While this is useful, she pointed 
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to the fact that full-time faculty in the developmental reading department are provided 
with opportunities to discuss and explore the ideas presented, while adjunct faculty are 
not afforded this same opportunity. She felt that this lack of time for reflection for adjunct 
faculty was a challenge because the discussions trickle down to adjunct faculty at a much 
later time. Elaine and Lauren agreed with Cathy’s points, and they each contributed to 
these ideas in their individual interviews. In addition, Lauren discussed the importance of 
having time to reflect, and its positive impacts. The implication is that lacking such time 
for reflection creates problems for adjunct faculty: 
Um, I think that our department has some pretty good communication, and I think 
you know, we get a lot of emails that keep us in the loop and a lot of opportunities 
to get together with fulltime instructors as well as part-time instructors to share 
ideas and reflect on things that we do in our classes that work and-and that don’t 
work and, um, you know, I think there’s a lot of opportunities to engage with the 
college as a whole through professional development opportunities that’s 
throughout the academic year. 
 
Lauren’s ideas regarding having an opportunity to reflect shows that this process of 
reflection was invaluable for her after engaging in a professional development. Elaine 
continued with similar ideas during her individual interview: 
 
It would’ve been nice to have one more session after people presented kind of a 
follow-up session that you could ask questions or just kind of further discuss like 
what people presented. Because it was a lot to take in in just one night, and then 
we were finished, you know, like—it would be nice to talk about it a little bit or 
ask questions after having a little more time to reflect. I mean because the 
presentations were wonderful… 
 
Elaine’s comments above highlight the fact that she felt that the presentation of the 
projects (see Appendix C) were incredibly valuable; however, the facilitators did not 
allow time for reflection on each of the projects; this was lacking from the topics-based 
learning community opportunity as well.  
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Results and Interpretations 
 
The findings from this qualitative case study of the experiences of adjunct faculty 
who 
engaged in a year-long topics-based learning community emerged from the participants’ 
individual and shared experiences. Four themes emerged from the analysis of 
participants’ experiences and the various documents submitted, which are offered in the 
findings of this research: (a) shifting pedagogy during professional development, (2) 
perceptions of quality professional development opportunities, (3) social challenges, and 
(4) challenges adjunct faculty experience when participating in professional development 
opportunities. 
The findings may lend administrators and faculty creating professional 
development opportunities an understanding of the best practices for planning and 
leading professional development opportunities, specifically for adjunct faculty. 
Further, it has been noted in the literature that faculty learning communities, both 
topics-based and cohort-based, have a number of benefits for faculty members, and this 
aligns with the findings in this study. According to Cox (2004), faculty learning 
community should maintain the majority, if not all of the following: (1) create a learning 
environment, (2) provide a structured schedule to help with project completion, (3) 
integrate opportunities of experiential learning, (4) create opportunities of empathetic 
support for learning community participants, (5) cultivate a culture of trust, (6) and 
empower the faculty learning community participants. The emerging themes identified in 
this study align with Cox’s (2004) recommendations of what needs to emerge from a 
year-long learning community. The year-long topics-based learning community that was 
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implemented at the Mid-Atlantic Community College connected to his recommendations. 
The year-long topics-based learning community did in fact create a learning environment 
through its engagement in the topic on shifting pedagogy from a skills to a holistic 
approach to teaching college-level literacy. Additionally, there was a structured schedule 
to help with project completion. The topics-based learning community meetings were the 
second Tuesday of each month for the 2014-2015 academic year. In between meetings, 
participants were asked to work on their projects to build on ideas each month. Next, 
experiential learning was a built-in aspect of the topics-based learning community 
because participants created their own thematic-based units, demonstrating their 
understanding of the topics learned throughout the year. Further, opportunities of 
empathetic support for learning community participants was an aspect the participants 
highlighted because of the time allotted to work with each other and with the facilitators 
to collaborate and work through ideas about making the shift in pedagogy. Additionally, 
the participants noted that the aspect of collaboration helped in working through issues 
and ideas regarding their work at the institution, which implies that they trusted each 
other and the facilitators of the topics-based learning community. Finally, the topics-
based learning community participants felt empowered because of the confidence that 
they gained after completing their projects, per their reports during the focus group 
session and individual interviews. 
 Additionally, and most importantly, the findings suggest that the creation, 
implementation, and design of professional development opportunities ultimately have an 
impact on student success in developmental reading courses. There are learners at stake 
and instructors are part of this larger system. Bailey et al. (2009) report that 
102 
 
approximately one quarter of developmental reading students take roughly three years 
before taking their first college-level course (p. 47), and this shows that developmental 
reading students are hugely at risk of failing to complete college. 
Result One: Shifting pedagogy during professional development 
 As participants shared their experiences in the year-long topics-based learning 
community, they all expressed their appreciation for their time in the topics-based 
learning community. They were grateful for the opportunity to update their curriculum to 
reflect the shift in pedagogy from a skills-based approach to teaching college level-
literacy in a holistic manner.  
 Nationally, faculty learning communities have been developed and 
institutionalized over the past few years to help foster the growth and development of 
faculty. This trend is especially in evidence when institutions are working to concentrate 
on the development of teaching (Richlin & Essington, 2004). Cox (2004) defines learning 
communities as a “group of members who engage in active, collaborative, year-long 
program with a curriculum about enhancing teaching and learning” (p. 8). He further 
indicates that these groups can be either topics- or cohort-based.   
 Topics-based learning communities are built upon a topic selected for in-depth 
study during the year-long learning community, whereas a cohort-based learning 
community is developed around a group of people, such as adjunct faculty (Cox, 2004). 
There are advantages to both structures of professional development opportunities. 
Topics-based learning communities tend to provide a venue where faculty engage in 
specific, content-based professional development sessions, and the participants reported 
that they value specific, content-based professional development opportunities.  
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 However, the participants also discussed the importance of fostering a cohort 
approach to providing professional development opportunities to help with feelings of 
belonging in a department. The data from this study points to the idea that topics-based 
learning communities are more valuable to adjunct faculty when they are working to 
learn about a shift in pedagogy in their department. The reason for this is because a year-
long focus on a particular topic, such as shifting from a skills-based to a holistic approach 
to college-level literacy, allows for adjunct faculty members to fully embrace and 
understand the new pedagogical theories that can then be developed into practical 
curricular changes by adjunct faculty who teach developmental reading classes. 
Grounding a topics-based learning community with a white paper that emphasizes the 
importance of a shift in pedagogy, such as the white paper written by Holschuh et al. 
(2013), anchors the focus of the topics-based learning community so that adjunct faculty 
are able to connect with the pedagogical changes through a research lens. The year-long 
topics-based learning community met on a monthly basis for an entire academic year. 
Each month, the facilitators teased out research from the white paper to emphasize 
practical ways that the adjunct participants could make changes to their teachings in order 
to address the changes that have been backed by the research of Holschuh et al. (2013). 
 The participants of the topics-based learning community at the Mid-Atlantic 
Community College not only showed an increased understanding in the shift in pedagogy 
in the developmental reading department through their statements in the focus group and 
individual interviews, but also they also showed concrete evidence of such understanding 
in their mini-project and syllabi submissions. The implementation of a year-long topics-
based learning community helped to facilitate and foster best practices to support the 
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adjunct faculty members in the developmental reading department to understand and 
embrace the new shift in pedagogy in the field of developmental reading. Gee, (2001), 
Holschuh et al. (2013) and the New London Group’s (1996) theories regarding the 
sociocultural model to literacy emphasize a holistic approach to college-level literacy 
through meaningful and relevant reading, writing, and critical thinking activities and 
pedagogical practice that help students make connections with the content delivered in 
their courses.  
Gee’s (2005) theories on literacy is one that views the construct of literacy as a 
social practice. Further, the discourse refers to one’s ability to speak and write in an 
authentic and appropriate manner depending on one’s audience. Gee (1990) also 
articulates the idea of discourse through his paradigm of “big D” and “little d.”“Big D,” 
according to Gee (1990), is the social identity through one’s experiences, while “little d” 
is the knowledge of discourse surrounding one’s experiences. The New London Group 
(1996) study shows how social environments provide connections to multiple literacies, 
breaking the traditional understandings of language and literacy instruction (pgs. 60-92). 
The participants demonstrated that they were able to incorporate the perspective of 
“multiple literacies” in their classes. They showed through their projects that they created 
thematic-based units of study for developmental reading students that directly connect 
with students’ lives, instead of developing projects that relate to rote literacy skills. 
Approximately 60% of community college students require some level of 
developmental coursework, and once placed in developmental reading courses, a great 
majority are naturally at-risk for failure because they have a gap in skills when entering 
college (Levine-Brown, 2013, p.23). Additionally, many developmental reading students 
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are non-traditional students, who work several jobs and who take care of their families. In 
other words, school is not the main priority for many of these students because it simply 
cannot be. Connections can be drawn from Gee (1990, 2005) and the New London Group 
(1996), alongside Martinak et al. (2006) who support providing relevant professional 
development opportunities for adjuncts relating to shifts in pedagogy in the field of 
college-level literacy to promote improvements in student success rates in these courses.  
The 3 participants of this study candidly shared that they most valued professional 
development opportunities that are specific to their discipline, namely teaching 
developmental reading. The shift in pedagogy from a skills-based approach to a holistic 
approach to teaching college level literacy is truly a paradigm shift in the field of 
developmental reading. Many faculty, both full- and part-time, have not yet adopted this 
shift, mainly because faculty lack the proper training exposures to understand how to 
implement the changes; however, it was important that the adjunct faculty at community 
colleges similar to the Mid-Atlantic Community College learn about how to implement 
the holistic approach to college-level literacy because, ultimately, the holistic model is 
one that is proven to increase student retention, along with student success in college-
level coursework.  
The year-long topics-based learning community approached the idea of teaching 
college-level literacy with the Holschuh et al. (2013) white paper as the main topic for the 
year. The facilitators pulled out pieces of the white paper in order for adjunct faculty to 
better understand and conceptualize changes that they needed to adopt to address a shift 
in pedagogy. Cathy, Elaine, and Lauren shared that their understandings of the shift in 
pedagogy really came through when they developed and viewed the presentations of their 
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colleagues’ thematic-based projects, which demonstrated a shift from a skills-based 
approach to a holistic approach to teaching college-level literacy. 
The majority of community college students enter the institution as developmental 
students, but most end up failing their remedial sequences (Withers, 2015). This research 
shows the importance of developing professional development opportunities, such as the 
learning community conducted for this study, in order to support adjunct faculty in 
updating curricular changes that align with the holistic approach to teaching college-level 
literacy. It is especially critical for adjunct faculty teaching developmental reading 
courses to have such exposure since adjunct faculty teach the majority of developmental 
reading courses at community colleges. The participants had a positive experience during 
the professional learning community, and they indicated that it helped them shape and 
shift their pedagogy in their courses. Additionally, the sample syllabi and projects that 
were submitted for document analysis demonstrated a strong understanding of the needed 
shift in pedagogy after engaging in the year-long topics-based learning community at the 
Mid-Atlantic Community College.  
Result Two: Perceptions of quality professional development 
 According to Datray et al. (2014) developmental education courses at community 
colleges are mainly taught by adjunct faculty. In fact, the authors indicate that 
approximately 65% of developmental education departments are staffed by adjunct 
faculty (p. 35). Despite the fact that community colleges rely so heavily on adjunct 
faculty, it is still reported by individual adjunct faculty that most professional 
development exposure lacks any sort of relevance to their teaching experiences (Daily-
Herbert et al., 2014). In other words, adjunct faculty have reported that, in their 
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experience, professional development is lacking in quality because the sessions rarely 
relate to their content area. The participants in this study cited that ongoing reflection 
through collegial interactions and connections as well as relevance to course content are 
critical components to quality professional development for adjunct faculty. Without such 
opportunities, professional development is not particularly valuable.  
 The need for ongoing reflection is also backed by Dolan et al., (2013) whose 
research validates the idea that professional development opportunities should 
incorporate time for adjunct faculty to work in collaboration with full-time faculty. The 
participants of this study shared the view that including adjunct faculty and full-time 
faculty in professional development sessions with each other is an important way to 
enhance professional development offerings.  
The participants overwhelmingly stated that professional development sessions 
that are specific in delivering pedagogy and methodology pertaining to one’s area of 
teaching were the most valuable. Sessions that do not connect with one’s area of teaching 
were reported by the participants of this study to be less engaging. On the contrary, a 
topics-based learning community serves as a place to share new pedagogical approaches 
(Cox, 2004). The literature notes that there is a scholarly aspect that is an underpinning of 
a faculty learning community. For example, the participants were introduced to research 
through white papers, guidelines, and assessments in the year-long learning community. 
The participants engaged in a deep study and development of ideas from the white paper, 
The terrain of college developmental reading (Holschuh & Paulson, 2013). The scholarly 
research from the white paper helped guide their understanding about shifting pedagogy 
from a skills-based to a holistic approach to college-level literacy. Additionally, the 
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learning community, centered on a topics-based approach because the research of 
Holschuh et al., (2013), was the anchor for the year-long professional development 
opportunity.  
The findings from this study demonstrates the belief that professional 
development opportunities that centralize a specific topic that relates to one’s discipline is 
valued, and a topics-based learning community approach to professional development 
clearly delivers in this area. It is, nonetheless, important to note that Dailey-Hebert et al. 
(2014) claim that adjunct faculties not only want professional development exposure, but, 
like full-time faculty, adjunct faculty want opportunities that are professional in nature 
and worth their time, which implies that this rarely occurs. Lauren asserted this notion 
during the focus group when asked the following question: “I would like to hear about 
the professional development opportunities at this college that adjunct faculty take to 
enhance their professional skills”: 
Okay. So, um, I’ve attended many, many, many professional development events, 
um, in my career at this college, and I think in a lot of ways it’s as far as 
shortcomings, you know, I feel like I’ve attended some presentations delivered by 
instructors who just want to check off that they presented, and they didn’t really 
put any effort into their presentation, and I, um—you know, I felt like in some 
ways some specific, like, breakout sessions that I went to kind of were, you know, 
a waste of my time.  
 
Lauren’s sentiments hold true to the research findings of Dailey-Hebert et al. (2014), and, 
although Cathy and Elaine did not mention similar thoughts, Lauren’s thoughts are, 
indeed, supported by research.  
The need for adjunct and full-time faculty to work and collaborate with one 
another is supported by this study and other existing bodies of knowledge that indicate 
professional development opportunities need to demonstrate value for the adjunct faculty 
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members involved in the sessions. However, it is important to note that this research 
contributes further findings regarding perceptions of a quality professional development 
opportunity.  
In most cases, full-time faculty act as the lead in the context of providing 
professional development opportunities at colleges. However, against the norm, the 
adjunct participants of this study actively engaged in the year-long topics-based learning 
community, where they each developed projects that demonstrated their understandings 
of the curricular changes in the field of developmental reading. All 3 participants 
presented their thematic-based unit to one another and to the two full-time reading faculty 
facilitators learning community.  
The discussions during the focus group and individual interviews show an 
overwhelmingly positive experience in regard to sharing the projects with one another 
and presenting their understanding and implementation of designing units and teaching 
college-level literacy with a holistic approach. Elaine’s thematic-based unit on the 
criminal justice system in America demonstrated the implementation of the holistic 
approach to teaching college-level literacy, so she was asked to share her project with 
two faculty groups at the Mid-Atlantic Community College, one of which was a group of 
full-time and part-time reading faculty at the institution.  
Providing this sort of professional opportunity for adjunct faculty to act as 
facilitators after being participants in such a learning community is an invaluable way to 
help adjuncts build a deeper understanding of what was learned in the professional 
development experience. Cathy, Elaine, and Lauren discussed that they were each given 
an opportunity to share their projects with each other and with the facilitators, while 
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Elaine was provided with the additional opportunity to share with two additional faculty 
groups.  
This research further informs the reader that professional development 
opportunities are of value when they are specific to one’s area of teaching, and when they 
offer time for participants to collaborate with one another. Yet, even further, this research 
exemplifies the idea that professional development opportunities that build in time for the 
adjunct faculty to then become professional facilitators is deeply beneficial and 
empowering.  
Result Three: Social Challenges 
 The participants in this study pointed to social challenges faced by developmental 
reading adjunct faculty and their developmental students. Many developmental reading 
students work several jobs and they have families to care for. Adjunct faculty also work 
several jobs in many instances, and they also have obligations that they must meet 
outside of the work setting. The final correlation the participants indicated is that adjunct 
faculty and developmental students lack a social network at the institution.  
 According to the literature, “…the stigma associated with serving underprepared 
college students, adjunct faculty are disadvantaged in the sense that, for whatever 
reasons, they typically are not fully engaged in the academic and social communities of 
the institution. Furthermore, even the literature produced in the field regarding part-time 
faculty seemingly marginalizes and stigmatizes them” (Datray et al., 2014, p. 40). The 
social challenges noted by the participants is supported by the literature that relates to the 
absence of a social network for both students and adjunct faculty, alike (Coleman, 1990, 
Bourdieu, 1986 & Tierney, 1999). 
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 Tierney (1999) believes that “social and cultural forces” must be applied in 
institutional setting. He postulates this construct based on Bourdieu’s (1986) body of 
research relating to “cultural capital” (p. 83). Tierney (1999) further notes that “micro-
practices are linked to broader social and cultural forces to reproduce inequalities” 
(Tierney, 1999, p. 84). In other words, the micro-practice in community colleges tends to 
include placing lesser value on adjunct faculty and also having a negative view of 
students who place at the developmental level; therefore, both groups, both 
developmental students and adjunct faculty, face inequalities in the social context of such 
institutions. This idea relates to the sentiment articulated by the participants of the study 
who noted that developmental students bring academic, social, and other external 
challenges to the classroom, and developmental adjunct faculty also face social and other 
external challenges when working at institutions similar to the Mid-Atlantic Community 
College.  
Like their student populations, the adjunct faculty participants in this study 
pointed that there is a parallel in the student population to their social backgrounds, and 
they inferred that both groups face similar social challenges. Pearch et al. (2005) discuss 
the importance of creating policies to integrate adjunct faculty into the culture of 
community college institutions. Pearch et al. (2005) refer to McGuire (1993), who 
mentions that adjunct faculty often times face “institutional neglect” and are “treated as 
second class citizens” (p. 34). Cathy’s discussion during her individual interview shows 
her vulnerability regarding her work with the Mid-Atlantic Community College. She 
indicates that she feels disconnected from the institution and the department, and that she 
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feels that she shares a similar situation with her developmental reading students regarding 
their lack of connection to the college.  
Tonkaboni et al. (2013) highlight the idea that social capital predetermines 
opportunity for individuals in higher education, and institutions of higher education have 
to take into account the bilateral relationship between social capital and community 
needs, specifically when looking at stakeholders such as adjunct faculty (p. 40). This 
shows the importance of building adjunct faculty and developmental students’ social 
capital through exposures to culture in an institutional setting. Adjunct faculty can have 
certain exposure such as faculty learning communities to build social capital, while 
students can have opportunities to connect with academic and non-academic resources at 
the college.  
Boylan (2002) argues that instruction beyond academic skills improves academic 
performance for underprepared students. Boylan’s (2002) research indicates that many 
developmental students lack understanding of strategies required to learn new 
information and develop critical thinking skills. The participants in the study reported 
that students face social challenges because they are disconnected from the college 
community. They do not know how to initiate the process of communicating with one 
another in order to build their social network in the classroom. Their lack of social 
connections and overburdened lives add to the stress experienced by the developmental 
reading students. The adjunct participants in this study noted that they needed to connect 
students to one another and to the college resources in order to help with student success.  
Community colleges are mainly staffed with adjunct faculty, specifically in 
developmental departments. Adjuncts, nevertheless, lack social capital in the college 
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communities per the literature and the adjunct faculty participants in this study. 
Additionally, it is apparent that developmental students also lack social capital in 
community college settings. This research was able to identify a parallel feeling of social 
challenges that the participants linked between developmental reading faculty and the 
developmental reading students. The idea that developmental students and adjunct faculty 
face similar challenges regarding social capital is a new idea that has not yet been the 
subject of other studies. Adjunct faculty and developmental reading students are majority 
populations in community colleges across the nation; however, both groups lack social 
capital in the college communities per the research and the findings in this study.  
Result Four: Challenges adjunct faculty experience when participating in 
professional development opportunities 
The research conducted by Dolan et al. (2013) supports the idea that professional 
development is a necessity in providing support to adjunct faculty (Dolan et al., 2013). 
However, adjunct faculty experience challenges when participating in professional 
development opportunities, as noted by the participants of this study. These challenges 
noted by Cathy, Elaine, and Lauren are due to their busy and varied schedules, their time 
commitments, lack of incentives provided by organizers of professional development 
opportunities, and the lack of time to reflect with others regarding their professional 
development experiences. 
Dailey-Hebert et al. ( 2014) note that professional development opportunities 
should be offered to adjunct faculty who teach for community colleges because 
professional development targeted toward adjunct faculty “…proved invaluable to the 
support, development, and work satisfaction for adjunct faculty” (p. 68). However, when 
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looking at obstacles that adjunct faculty face in participating in professional development 
opportunities, Dailey-Hebert et al. (2014) note that “time” and “availability of useful 
materials” were noted as challenges in the literature (p. 68). However, Dailey-Hebert et 
al. (2014) indicate that there is a clear lack of research directly relating these challenges. 
Because of this, Dailey-Hebert et al. (2014) conducted a study investigating the following 
research question: “What do online adjunct faculty perceive as the greatest motivators 
and barriers to engagement in professional development?” (p. 68). The findings from this 
study suggest that adjunct faculty faced challenges that prevented participation or 
engagement with professional development opportunities, key among them being 
scheduling conflicts, lack of time, and lack of interest in the topic (Dailey-Hebert et al., 
2014, p. 77).  
The participants of this current study noted that professional development 
opportunities are often times difficult to attend because of the time they are offered. If 
they are offered during a semester when they are not teaching a class, it is particularly 
unlikely that adjuncts would attend a professional development session. Additionally, 
Elaine noted that the professional development sessions are sometimes too long or too 
short in length; finding a happy medium, she thought, would be useful in creating a 
professional development opportunity that was appealing to its adjunct faculty members. 
 Dailey-Hebert et al. (2014) asked their respondents questions relating to 
incentives. Most of the participants indicated that they engage in professional 
development opportunities because of intrinsic motivation to gain professional growth; 
however, as reported by Dailey-Hebert et al. (2014),  many respondents said they valued 
monetary compensation as an incentive to engage in professional development. Similarly, 
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the individuals in this study openly discussed that they each engage in professional 
development opportunities because of their own intrinsic motivation to improve their 
teaching practices. However, they also noted, most particularly Lauren, that it was 
important to include incentives such as money and food so that adjunct faculty have 
another form of motivation to attend such opportunities.  
According to Datray et al. (2014, p. 35), adjunct faculty are critical to the field of 
developmental education programs. Research suggests that adjunct faculty rely upon 
various types of professional development opportunities to help support their needs in the 
professional setting (Morton, 2012). According to existing bodies of knowledge in the 
fields of sociology, literacy, and professional development opportunities, research 
suggests that adjunct faculty who engage in professional development opportunities that 
are relevant to their professional experiences at a community college feel a vested interest 
in the organization (Cox, 2014, Morton, 2012). Those conceptions are influenced by the 
way in which an institution supports its adjuncts, and the forms of professional 
development opportunities available for adjunct faculty in the institution; however, the 
adjuncts report that most professional development exposure lacks relevance to their 
teaching experiences (Dailey-Hebert et al., 2014).  
While there is little research on the challenges of professional development for 
adjunct faculty, Dailey-Hebert et al. (2014) point to similar challenges of time 
commitments, scheduling issues, and the lack of incentives that the participants of this 
study noted. The findings from this current study show that adjunct faculty have a strong 
desire to participate in professional development opportunities despite some of the 
challenges that they face. However, it is most important to note that this research newly 
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informs its readers that professional development opportunities should be provided in a 
manner where adjunct faculty are able to engage and reflect thoughtfully on the materials 
presented to them with others professionals. This yearning for a reflective process was a 
unique set of responses for this research study that was provided by the participants.  
Summary 
 The data and findings presented in this research show that the participants 
revealed four major themes relating to their experiences as adjunct faculty who 
participated in a year-long topics-based learning community. Four themes and sub-
themes were identified in this research: (1) shifting pedagogy during professional 
development, (2) perceptions of quality professional development opportunities based on 
a cohort model and following specific, content-based professional development, (3) 
social challenges in developmental education departments, and (4) challenges adjunct 
faculty experience when participating in professional development. 
 Given the small number of participants, the 3 developmental reading adjunct 
faculty who participated in this study are just a small representation of adjunct faculty 
who teach at similar community colleges in the field of developmental reading, and 
therefore the findings are not necessarily able to be generalized to other institutions. The 
participants’ experiences shared through the individual interviews, the focus group, and 
the submissions of documents reveal ways in which community colleges can approach 
the implementation of professional development opportunities to help adjunct faculty 
remain connected to content and pedagogy, to their colleagues, and to the college as a 
whole. The following chapter will provide suggestions for further improving 
developmental education adjunct faculty professional development opportunities in order 
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to remain current with research and best practices in the field. There will also be 
recommendations for future research regarding this topic. 
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Chapter 5: Conclusions and Recommendations 
Introduction 
The overall purpose of this study is to help cultivate an understanding of whether 
offering a year-long topics-based learning community for developmental reading adjunct 
faculty is a professional development option that promotes pedagogical changes. Further, 
the study aims to understand whether or not a topics-based learning community promotes 
positive participant experiences, namely perceptions of the use value of learning 
communities and feelings of belonging in the department since, nationally, adjunct 
faculty have voiced their dissatisfaction with institutions (Flanders, 2014).  
As noted in earlier chapters, adjunct faculty, specifically in the field of 
developmental education, have very few professional development opportunities to help 
support their continued understanding of research and best practices in the field of 
college-level literacy pedagogy and instruction (Datray et al., 2014). Datray et al. (2014) 
note that there are few professional development opportunities, which is inexcusable on 
the part of college administrators. Research has emerged in the area regarding challenges 
and even injustices faced by adjunct faculty (Green, 2007, Schmidt, 2013; & Williams-
June, 2014); however, peer-reviewed articles regarding the integration of year-long 
topics-based learning communities as an opportunity to expose adjunct faculty to 
opportunities of professional development to help adjunct faculty understand shifts in 
pedagogy in a developmental reading department, while supporting their feelings of 
belonging, is a relatively new area of research. Therefore, this study is specifically 
significant for adjunct faculty who participated in the year-long topics-based learning 
community with a focus on the pedagogical shift from skills-based approach to a holistic-
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based approach to college level literacy in developmental reading classes, and its ability 
to foster a feeling of belonging among the participants. While there are many facets that 
could have been explored in terms of adjunct faculty treatment across institutions in the 
developmental education department, the main purpose was to illuminate and uncover a 
new body of knowledge regarding adjunct faculty professional development experiences 
in response to a shift in pedagogy in a developmental education department. 
Ample data were analyzed for this study: the focus group, individual interviews of 
each participant, and the following document analyses: the final projects the participants 
created as the culminating activity of the year-long topics-based learning community and 
the syllabi submissions from 2013-2014, 2014-2015, and 2015-2016. From these data 
sets emerged a wide range of themes including shifting pedagogy during professional 
development, perceptions of quality professional development opportunities, and social 
challenges in developmental education departments (see Table 5). 
Since the study did not contain a large sample, broad generalizations cannot be 
made. However, important findings emerged during the focus group and individual 
interviews with the participants. Additionally, the document analysis of the final projects 
and syllabi submissions helped to address and answer the research questions that were 
designed to guide the study. 
Conclusions 
 This study sought to answer the following research questions and sub-questions. 
Each of these research questions and sub-questions is listed below, followed by a 
summary of the participants’ responses during the interviews and focus group, and a 
summary of how the documents helped uncover answers to the research questions.  
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1. How does a topics-based learning community help improve the experiences of 
adjunct faculty? 
 During the interviews and focus group session, the participants cited aspects that 
related to their positive experiences during the year-long topics-based learning 
community. Most notably, the adjunct faculty participants stated that their experience 
with and engagement in professional development were positive when professional 
development opportunities address topics and pedagogy specific to one’s area of 
teaching, and that experiences were positive when professional development 
opportunities were formed to create cohorts. These responses indicate that the experience 
and engagement in the year-long topics-based learning community was one that helped 
improve the experiences of the adjunct faculty who participated in this study since the 
learning community specifically focused on developmental reading pedagogy. 
Additionally, the participants of the study reported that the year-long topics-based 
learning community created a cohort-like atmosphere. These conclusions draw on the 
existing knowledge of the effectiveness of topics-based learning communities and cohort-
based learning communities (Cox, 2011). 
a. How does a topics-based learning community help foster adjunct social 
capital within the culture of a community college? 
 The main idea that the participants talked about that directly addresses this sub-
question is the notion that they benefitted from a cohort model approach. The participants 
connected this idea with the fact that a collaborative atmosphere in professional 
development settings is critical, and this is one of Morton’s (2012) recommendations for 
providing professional development for adjunct faculty in institutions of higher 
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education. Additionally, having the opportunity to work alongside full- and part-time 
faculty within one’s department during professional development helps adjunct faculty 
situate themselves with confidence in a department. While the participants discussed 
professional development on a more general level, the idea of a cohort model and the 
opportunity to collaborate with full- and part-time faculty are two components that the 
year-long topics-based learning community integrated.  
b. How does a topics-based learning community help with teaching 
experiences within the reading department? 
 The participants stated that they gained a great deal from participating in the year-
long topics-based learning community. Each participant specifically noted that their 
teaching improved because they were able to understand and conceptualize the way to 
design lessons and units that embraced the holistic approach to college-level literacy. 
Cathy, Elaine, and Lauren all noted that the creation of the mini-unit projects and the 
presentations of the projects at the end of the year-long topics-based learning community 
was a practical way of supporting each of them. The exposure and further understanding 
of the shift from a skills-based approach to a holistic approach to college-level literacy 
helped the participants with their teaching experiences in a positive way. Cox’s (2011) 
tenant to creating a faculty learning community includes the incorporation of scholarship 
so that faculty can engage in best practices backed by research, and the topics-based 
learning community for this study was grounded in the research of Holschuh et al, 
(2013). 
2. What do adjunct faculty perceive as some of the issues around social capital for 
their students and for themselves? 
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 The participants directly discussed the connection between issues regarding social 
capital for their students and for themselves during the individual interviews and the 
focus group session. Cathy highlighted the fact that she felt disconnected from  the 
institution. The reasons she cited included working at night, and shifting from working 
from one of the main campus locations, where she had a feeling of belonging and a 
strong sense of social capital, to an extension center site, where there is very little 
opportunity to connect with other faculty or with the college resources. Elaine and Lauren 
said that they felt a strong sense of belonging. Both worked on one of the institution’s 
three main campuses. They shared a large office space with a number of full-time and 
other adjunct faculty in the reading department. Both noted that they taught during the 
day, and implied that those may be reasons why they felt more connected to the 
institution.  
 Regarding their students, Cathy compared her situation at the extension center to 
her students’ situation as developmental reading students who have many social and 
academic challenges that they must face. She highlighted that, like her students, there is a 
sense of isolation, where both she and her students are disconnected from others at the 
college. This feeling for Cathy and the developmental reading students is one of the main 
issues regarding social capital highlighted by this participant; it echoes the already 
existing bodies of research relating to social capital (Bordiue, 1986; Coleman, 1990; and 
Tonkaboni et al, 2003). Elaine and Lauren recognized that their developmental reading 
students lack social capital because they have very few connections to the college 
community. They did not know where they could access resources such as the writing 
center, the tutoring center, the library, or other resources at the college. Elaine and Lauren 
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also mentioned that adjunct faculty could and often times did experience similar 
challenges as their students because, in many instances, both groups, students and 
adjuncts, work several jobs and have outside obligations, making it a challenge to gain 
social capital in their institutions.  
3. How can adjunct faculty professional development needs be met through their 
involvement in a topics-based learning community? 
 It was noted by the participants that their professional development needs are met 
when these opportunities provide content that delivers materials that is specific to their 
teaching as highlighted earlier, and as noted in the study conducted by Dolan et al. 
(2013). Additionally, such professional development should foster a sense of 
collaboration with adjunct faculty and full-time faculty. Therefore, it follows that a 
topics-based learning community can meet adjunct faculty professional development 
needs when collaboration and appropriate content are incorporated into the learning 
community. 
a. How does a topics-based learning community support adjunct reading 
faculty in shifting from a skills-based approach to literacy to a thematic-
based, holistic approach to college-level literacy? 
 The syllabi submissions and those of the final projects directly correspond to this 
sub-question. The adjunct faculty who participated in this study submitted syllabi from 
the 2013-2014, 2014-2015, and 2015-2016 academic years. This researcher analyzed the 
syllabi for any changes that resulted from their engagement in the topics-based learning 
community. The syllabi submitted by the participants demonstrate that they made 
changes from year-to-year, which is reflected in their more recent syllabi. Assignments 
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types and grading requirements were noted from year to year. For example, syllabi 
submissions from 2013-2014 included comprehension and vocabulary tests and quizzes 
in the grading requirements. Such assignments show that the participants assessed student 
work based on a skills-based approach. Analysis of more recent syllabi indicated a shift 
in grading requirements. Students no longer had comprehension and vocabulary 
requirements. Instead, papers and projects were more weighted in the grading 
requirements. This shift shows that the participants moved from the skills-based approach 
to one that is holistic in assessing their students’ work, as supported by the Holschuh et 
al. (2013) white paper. Finally, each of the participants changed the textbook 
requirements from skills-based textbooks to readers or novels, further demonstrating that 
the adjunct faculty participants embraced a change in pedagogy after participating in the 
year-long topics-based learning community.   
b. What are the perceived barriers to professional development that adjunct 
faculty members experience? 
 Finally, in the focus group session and during the individual interviews, instead of 
addressing adjuncts’ perceived barriers to professional development, the participants 
noted challenges that adjuncts experience. The first challenge was that they have 
difficulty attending professional development opportunities because of the days, times, 
and/or semesters the sessions are offered. For example one of the participants indicated 
that she would not sign up for a professional development opportunity if she were not 
teaching a class. Enrollment is often lower during the spring semester than the fall at this 
institution. Because of this, adjunct faculty often time are not hired to teach spring 
classes, so spring professional development sessions should be offered with that in mind. 
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Additionally, the participants pointed out that professional development sessions can be 
extensive time commitments that don’t fit in their schedules. For example, Elaine noted 
that the topics-based learning community was valuable; however, it lasted an entire 
academic year. This is a significant time commitment according to Elaine. She also 
indicated that professional development opportunities should provide a great deal of 
support, so, while she does not expect a short session, she thinks that perhaps arranging 
opportunities that are shorter than a year may be helpful in increasing adjunct faculty 
participation. Another challenge that was mentioned was incentives would encourage 
adjunct participation in professional development sessions. Each participant indicated 
that they engage in professional development because of intrinsic motivation to improve 
teaching, but it was noted that other incentives should be included. For example, Lauren 
noted that she participated in the year-long topics-based learning community because 
individuals received a $250 stipend upon completion of the learning community. She felt 
that professional development sessions designed for adjunct faculty should provide food 
since adjunct faculty often work several jobs and rush from campus to campus. Providing 
food allows adjunct faculty to attend the professional development sessions without 
having to get their own food. Finally, it was noted that the lack of reflection after 
engaging in a professional development experience can be a challenge. Cathy most 
notably discussed how when she leaves a professional development opportunity, 
oftentimes, she gets the sense that continued reflection and discussion occurs among full-
time faculty, leaving adjunct faculty without time to reflect with their professional 
counterparts. All of these noted challenges address ways in which professional 
development opportunities can remove perceived barriers to professional development 
126 
 
sessions targeted for adjunct faculty. Additionally, the noted challenges are areas that can 
be dealt with so that individual institutions can remove such barriers for their adjunct 
faculty, which is also mentioned by Morton (2012). 
To date, the present study may be the only one that examines adjunct faculty 
experiences in a topics-based learning community, with a focus on how the instructors 
shifted pedagogy from a skills-based to a holistic approach to college-level literacy, and 
examining adjunct faculty experience of belonging in their department. The candor 
shown by the participants during the focus groups and individual interviews suggests that 
they were eager to share their experiences in actively participating in professional 
development sessions during a major shift in their reading department’s approach to 
pedagogy. 
Recommendations 
 In order to identify the types of professional development opportunities that 
provide the most support and fostered a sense of belonging during a shift in pedagogy in 
a department, 3 participants were selected for this study. The ultimate recommendations 
for this study are threefold. (1) First, it is recommended that professional development 
practices are created and implemented in a department-specific manner in order to meet 
the professional needs of the adjunct faculty members in particular departments. (2) Next, 
it is recommended that professional development opportunities that are offered by 
institutions are evaluated to see if such sessions result in student success. (3) Finally, it is 
recommended that a set of best practices are formed that institutions can adopt so that 
adjunct faculty are given the voice they deserve in their institutions.  
127 
 
Recommendation One:  
The participants overwhelmingly stated that professional development 
opportunities must address specific areas of teaching in order to provide relevant, 
thoughtful, and worthwhile materials for individuals. Morton (2012) provides five steps 
to better support adjunct faculty in institutions. One of his recommendations is that 
institutions provide preliminary and ongoing professional development opportunities to 
their adjuncts throughout their employment.  
Additionally, based on the participants’ discussions in this study, it is 
recommended that institutions create professional development opportunities that are 
department specific. Early exposure to college-level pedagogy and policy is important for 
all newly hired adjuncts. For example, Cathy pointed out during her individual interview 
that she attended a professional development session on sexual harassment training and 
that the purpose of that session differed quite vastly from the purpose of the topics-based 
learning community. The researcher previously worked as an adjunct faculty member in 
the developmental reading department in the 2009-2010 academic year, and her 
experience as an adjunct was similar to what Cathy mentioned regarding types of 
professional development opportunities. Some of the professional development sessions 
were provided in order for the institution to meet mandatory requirements, such as sexual 
harassment training for all faculty and staff. Other professional development 
opportunities promoted best practices within one’s field. It is important that institutions 
keep in mind that, while adjunct faculty need preliminary institutional trainings, such as 
sexual harassment training, it is imperative that institutions foster a professional 
development atmosphere that hone in on pedagogy and best practices within one’s area of 
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teaching. Without such targeted, ongoing opportunities, adjunct faculty will in turn miss 
learning about and integrating new methodologies into their classes that would ultimately 
benefit their students. This is especially important regarding adjunct faculty who teach 
developmental reading students since these students are so at risk for failure. 
 Finally, the participants noted that professional development opportunities are not 
always easily accessible based on the times, days, and semesters that they are offered, as 
articulated in the previous chapter. As a previous adjunct for the institution, the 
researcher agrees with the participants of this study regarding this matter. The researcher 
worked full-time at another organization while she worked as an adjunct faculty member, 
so she taught classes for the Mid-Atlantic Community College in the evenings. 
Professional development opportunities were virtually inaccessible for the researcher 
during her work as adjunct faculty because most of the sessions offered were during 
times when she worked her full-time job. Online or blended professional development 
opportunities are recommended to accommodate busy adjunct faculty. In addition to 
creating more convenient opportunities, it is recommended that institutional leaders 
create professional development opportunities that are content rich and pedagogically 
relevant to attract the participation of adjunct faculty and to offer them worthwhile 
opportunities for professional growth.  
Recommendation Two: 
 The adjunct faculty participants in this study fully understood that the 
developmental students are at risk for failure. They acknowledged that developmental 
students lack resources and tools in the college community, which deters them from 
success. The researcher herself observed this very problem when she worked as an 
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adjunct for the developmental reading department at the Mid-Atlantic Community 
College. Additionally, as previously mentioned, research indicates that students in 
developmental courses have extremely low completion rates, leaving behind the majority, 
who do not successfully move on to their credit-bearing courses (Boylan, 2002).  
Among all of these challenges, it is also problematic that adjunct faculty teach the 
majority of developmental reading courses in community colleges similar to the Mid-
Atlantic Community College. Because of this, it is imperative that adjunct faculty not 
only receive ongoing, targeted and specific professional development opportunities, as 
referenced in the first recommendation, but also that an evaluation system be put in place 
to see if there is a direct link between professional development offerings and student 
success rates. Additionally, students should be tracked in their college level courses, such 
as English 101, to see if their success rates are higher compared to students who took 
courses from adjunct faculty who did not engage in professional development 
opportunities, such as the topics-based learning community of this study. 
It is recommended that adjunct faculty provide input regarding their perceptions 
of the professional development and its impact on student success; however, student 
success needs to be examined quantitatively. For example, the student success rates for 
an instructor before and after the instructor has completed the professional development 
could indicate the effectiveness of professional development sessions and formats. 
Further, it may be beneficial to evaluate students’ understanding of the content taught in 
their courses. A comparison could be made of students who have an instructor who was 
exposed to a specific, discipline-based professional development session versus students 
with an instructor who did not have the professional development exposure. 
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Recommendation Three: 
 Morton’s (2012) research highlights two other steps that are important to note: 
adjunct faculty must have a feeling of belonging to an institution and must be recognized 
for the quality of their work. Both of these show that it is important that adjunct faculty 
are given a voice within their institutions; therefore, this research recommends that 
institutions adopt a set of best practices in order to help adjunct faculty gain social capital 
within their work environments. Community colleges rely so heavily on adjunct faculty 
to staff their classes, and they especially depend on adjunct faculty to teach 
developmental classes (Boylan, 2003; Charlier et al., 2011; Dolan et al., 2013). It is 
important that institutions implement clear cut ways to help adjunct faculty gain a voice 
in the college community.  
 It order to address a feeling of belonging, it is suggested that departments create 
opportunities for adjunct faculty to engage in committee work and initiatives to institute 
departmental changes. For example, the developmental reading department at the Mid-
Atlantic Community College has adopted the holistic approach discarding the skills-
based approach to college-level literacy. Various committees were created to address this 
change in the department. It is recommended that adjunct faculty are included on 
communications, such as emails and committee work regarding changes such as this in 
order to keep them well informed and able to provide input, especially on such important 
matters. Adjunct needs could and should be addressed during such changes in a 
department.  
 It is also recommended that adjunct faculty be recognized by their departments for 
quality work For example, Elaine went above and beyond what was expected of her in 
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her final project in that she then trained other instructors to develop a unit that addressed 
the departmental shift in pedagogy. As a previous adjunct faculty member at this 
institution, the researcher would have liked to have had such opportunities that Elaine 
experienced. The communication from her direct supervisor and the department chair of 
the developmental reading department was clear, effective, and ongoing; however, 
incorporating opportunities for adjunct faculty to act in leadership capacities during the 
researcher’s time of adjunct employment would have been appreciated. It is important 
that leaders recognize adjunct faculty experience so that their expertise can be used to 
help others at the institution. In addition to soliciting adjunct faculty to help train their 
professional peers, it is recommended that institutional leaders write letters of 
recommendation, send emails to thank adjunct faculty for their valuable contributions, or 
promote exceptional work by giving adjunct faculty certificates when they act as 
facilitators. , Elaine, for example, deserved recognition for facilitating training sessions. 
 Finally, adjunct faculty should not only be given voices in their departments, but 
they should also be given voices at the institutional level in order to cultivate a feeling of 
belonging. The main recommendation is that adjunct faculty have an opportunity to 
exercise its collective voice in a system of shared governance through faculty senates. 
Many institutions only allow full-time, tenured faculty to participate in college senate and 
decisions driven by the college senate. This exclusivity leaves all adjunct faculty out of 
decisions that affect them professionally, and, perhaps more importantly, foregoes 
potential expertise. This recommendation is to provide a systematic venue for adjunct 
faculty to share their voices if given an opportunity to engage in college senates. 
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Beyond the practical recommendations that should be implemented at the 
institutional level, it is also recommended that additional research be conducted in this 
area. It is important to learn more about what specific topics developmental reading 
faculty would like to engage in during professional development opportunities. 
Additionally, further research is recommended to see what types of professional 
development offerings would be most beneficial for developmental reading faculty. For 
example, is a topics-based learning community versus a cohort-based learning 
community more beneficial, or do adjunct faculty prefer other professional development 
constructs? Are adjunct faculty interested in or in need of support relating to pedagogy? 
Are they more in need of support relating to their social capital at the institution based on 
their rank as adjunct instead of a full-time faculty members? Future research efforts need 
to be targeted to gain meaning from a larger pool of adjunct faculty teaching in the 
developmental reading department to build literature in this domain, and more research is 
needed to further identify specific programs and professional development opportunities 
that are most successful for improving engagement and removing barriers faced by 
adjunct faculty. The main area of research that is lacking is whether or not the 
professional development sessions help support student success. It is critical and highly 
recommended that future research look to see if student persistence is linked to faculty 
exposure to professional development sessions. Again, this is a particularly important 
area of future research because students in developmental courses face many obstacles to 
passing their courses; therefore, future research and evaluation of professional 
development sessions that are related to homing in on faculty training within the area of 
developmental reading best practices is a critical area of future research.  
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Implications 
 This research has provided a new body of knowledge to promote further thought 
regarding future implications for professional development opportunities for 
developmental reading adjunct faculty. While the recommendations mainly focus on 
institutional responsibilities, developmental reading adjunct faculty must also pursue their 
own professional development opportunities in order to meet their professional goals so 
that they can best serve their student populations.  
 In considering the fact that adjunct faculty must take responsibility for their 
professional development needs, a possible future effect is that developmental reading 
departments should act as a resource to help adjunct faculty members find professional 
development opportunities and resources through organizations that are external to their 
institutions of employment. The College Reading and Learning Association (CRLA) is a 
national organization with local chapters to help promote ongoing professional growth. 
The organization’s website includes publications and information regarding their national 
and local conferences. The National Association for Developmental Education (NADE) 
also provides a wealth of information and experience in its yearly national and local 
conferences where those who teach and work in developmental education can garner 
professional development. Additionally, Achieving the Dream, a non-profit organization, 
focuses on providing quality and equitable access for community college students. 
Achieving the Dream holds an annual conference and provides on its website research 
that directly relates to the field of developmental education. Finally, League for 
Innovation in the Community College is another reputable non-profit organization that 
focuses on providing professional development opportunities to enhance innovation in 
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community colleges in America. Its annual national conference is focused on the field of 
developmental education since it is geared toward faculty and staff who work in 
community colleges. These organization are not only open to full-time faculty, but 
adjunct faculty are likewise welcome to utilize these invaluable resources to improve 
their ongoing professional needs. Adjunct faculty should be encouraged become 
associated with such organizations by paying the yearly membership fees, so they can be 
members of a professional organization. Membership in these organizations offer 
communication with journals, papers, and professional literature and information that will 
support the professional growth of adjuncts who teach developmental reading.  
Summary 
 This study is significant because it provides new knowledge based on prior 
research regarding professional development opportunities, adjunct faculty feelings of 
belonging, and approaches to teaching college-level literacy. Previous research relies on 
the focused areas in an isolated manner. This body of research is grounded in the 
intersecting literature about adjunct faculty roles, adjunct faculty barriers, and adjunct 
faculty professional development needs. The intersections between each of these streams 
is what ultimately makes this study significant.  
The theories and literature, along with the research findings, show that there are 
intersections between each of the streams. Teaching literacy as social practice helps 
create a concrete understanding of the way in which college-level literacy should be 
taught. Barriers to fostering social capital for adjunct faculty is an area that highlights the 
challenges faced by adjunct faculty relating to their ability to increase social capital in 
their institutions. The stream regarding adjunct faculty professional development needs 
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looks at the idea that adjunct faculty require targeted professional development 
opportunities in order to effectively teach their courses. Ultimately, the Mid-Atlantic 
Community College, along with many other similar institutions, has adopted a shift in 
pedagogy from skills-based to holistic literacy in developmental classes. The shift in 
pedagogy has been adopted at these institutions through new curricular structures and 
requirements. However, adjunct faculty have had little exposure to professional 
development opportunities to prepare them to teach college-level reading holistically. 
This disconnect has been problematic, making this area of research significant because it 
highlights the need for developmental reading adjunct faculty to receive professional 
development opportunities that meet their professional needs so that they have the tools 
to make the necessary pedagogical changes to their courses.  
The findings from this study suggest that adjunct faculty oftentimes report of 
having little to no social capital, therefore, making it a challenge to properly engage in 
and work to better implement pedagogical changes in their courses.  
As organizations with developmental reading departments continue to grow and 
rely on adjunct faculty, it is ever more important to understand the professional 
development needs for this group, which are typically not given high priority in 
community colleges even though the majority of community college classes are taught by 
adjuncts (Richardson, 1992). This study is particularly significant in discovering that 
although the great majority of developmental faculty are adjunct, they are the least 
trained because of institutional set-backs, which seems likely to negatively affect the 
underserved students who take developmental reading courses. This study provides a 
foundation for future growth in creating professional development opportunities, such as 
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topics-based learning communities that help with the ongoing professional growth and 
feelings of belonging for adjunct faculty in institutions of higher education, specifically 
those who staff developmental reading adjunct faculty. 
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Appendix A: CONSENT FORM 
Drexel University  
Consent to Take Part 
In a Research Study 
 
1) Protocol Title Improving Adjunct Faculty Experiences: Implementing a 
Topics-Based Learning Community at a Community College 
 
2) IRB Review History 
Does Not Apply  
3) Objectives 
The purpose of this research study is to examine the effectiveness of a topics-
based learning community as a sustainable method of professional development that 
promotes improved instructional practices and self-efficacy of adjunct faculty teaching 
developmental education reading courses. The data collected during this study will be 
used by the researcher to answer the following questions: 
 
1. How does a topics-based learning community help improve the experiences of 
adjunct faculty? 
a. How does a topics-based learning community help foster adjunct social 
capital within the culture of a community college? 
b. How does a topics-based learning community help with teaching 
experiences within the reading department? 
2. What do adjunct faculty perceive as some of the issues around social capital for 
their students and for themselves? 
3. How does adjunct faculty professional development needs be met through their 
involvement in a topics-based learning community? 
a. How does a topics-based learning community support adjunct reading 
faculty in shifting from a skills-based approach to literacy to a thematic-
based, holistic approach to college-level literacy? 
b. What are the perceived barriers to professional development that adjunct 
faculty members experience? 
 
4) Background  
There is a national surge in adjunct faculty employment within community 
colleges in America, and this has implications for individual institutions. Approximately 
sixty-eight percent of community college faculties in 2007 were categorized as part-time 
members of the environment (Charlier & Williams, 2011). The high percentage of 
adjunct faculty demonstrates that community colleges rely heavily on adjunct faculty to 
teach the large majority of credit bearing courses. 
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Green (2007) asserts that American institutions hire adjuncts to teach as a cost 
saving measure. The author suggests that there is a need for ongoing professional 
development for adjunct faculty to keep them abreast of college policies and pedagogical 
practices. Community colleges must support their adjunct faculty if they are interested in 
student success and student retention (Williams-June, 2014). Both adjunct faculty and 
students are impacted negatively because of the lack of professional developmental 
offered to adjuncts by their colleges in an effort to save money. According to Datray, 
Saxon, and Martirosyan (2014), “part-time faculty are often left to fend for themselves 
when it comes to professional development opportunities… positive results have been 
seen with some structured attempts to provide professional development (p. 40). Such 
evidence shows the importance of the integration of professional development 
opportunities to meet the needs of adjunct faculty and student body stakeholders within 
the field of developmental education.  Adjunct faculties are also marginalized because 
they are left out of college-wide decisions, information about their promotions is limited, 
and they are given very little protection in their part-time positions (Schmidt, 2013). 
Growing populations of adjunct faculty feel disenfranchised, disengaged, and 
unsupported within their institutions (Flanders, 2014). This study aims to promote an 
understanding of whether the offering of a yearlong topics-based learning community in 
the 2014-2015 academic year for developmental education reading adjunct faculty, 
helped engage them with improved participant experiences and perceptions of the use 
value of learning communities, and feelings of belonging within the department.  A 
topics-based learning community is one of many approaches to professional 
development.  Developmental education reading adjunct faculty at a Mid-Atlantic 
community college engaged in a topics-based learning community during the 2014-2015 
academic year, and this study will follow-up on the participant experiences and 
perceptions of the topics-based learning community. 
 This study will explore how a topics-based faculty learning community (FLC) 
targeted for developmental education reading adjunct faculty impacted faculty 
experiences. This study is intended for adjunct and tenured faculty members, college 
deans, and other senior staff leaders within institutions of higher education, specifically at 
the community college level. The purpose of this study is to understand how a topics-
based learning community supports adjunct faculty experiences within the reading 
department that is shifting from a skill-based approach to college-level literacy to a 
holistic approach to teaching college-level literacy. Based on the appeal of adjuncts who 
have articulated their discord about their status within institutions of higher education, 
this study is seeking to understand which elements of a learning community will motivate 
participants’ overall self-efficacy within their positions as adjunct faculty who are a part 
of the developmental education reading department, while supporting adjunct faculty 
through a department-wide pedagogical shift in teaching literacy.  
Adjunct faculties, specifically within the field of developmental education, are not 
exposed to enough professional development opportunities (Datray et al., 2014). 
According to Datray et al. (2014), the lack of professional development “may be 
considered neglect on the part of administration as professional development is cited as a 
best practice that is essential for program success” (p. 40). Although Datray et al. (2014) 
cite the importance of professional development among developmental education adjunct 
faculty, little is written about the integration of learning communities as an opportunity to 
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expose adjunct faculty to opportunities of professional development. Glowachi-Dundka 
and Brown (2007) substantiate the practice of faculty learning communities at the college 
level, as the authors elaborate that research has examined and substantiated how “FLC 
promote professional development through collaboration and reflective practice; how 
they strengthen collegial relationships; and how they develop faculty into better educators 
through deeper understandings of pedagogy” (p. 30)  
According to Cox (2003), there are either cohort-based or topics-based faculty 
learning communities (FLC). Cohort-based FLCs, “…address the teaching, learning, and 
developmental needs of an important cohort of faculty that has been particularly affected 
by the isolation, fragmentation, stress, neglect or chilly culminate in the academy…” 
(Cox, 2003, p. 1). A topics-based FLC  has, “…curricula designed to address a special 
campus teaching and learning need, issue, or opportunity…with focus on a particular 
theme…” (Cox, 2003, p. 1).  Both FLC models are yearlong commitments that include a 
wide range of topics of interest to them, and Cox (2003) asserts that there is evidence that 
FLCs increase faculty interest in teaching and learning, while providing support  to 
participants as they adopt new methods (Cox, 2003, p. 1). This study is seeking to better 
understand faculty experiences in a topics-based learning community specifically aimed 
toward adjunct faculty within the field of developmental education reading at a two-year 
institution in the Mid-Atlantic region, which will be referred to as The Mid-Atlantic 
Community College.  
Additionally, while the field of professional development has made much grander 
efforts to validate the importance of FLCs, very little research has been conducted on 
studying whether or not FLCs help to build adjunct faculty self-efficacy. As such, this 
current study is needed for the field, as it seeks to bolster understandings about the 
negative and positive implications of implementing a topics-based learning community. 
This study is specifically significant for adjunct faculty who participate in a FLC with a 
focus on the pedagogical shift from skills-based to a literacy-based approach within the 
developmental education reading field. 
Supervisory classroom observations conducted in College Reading I, a course that 
focuses on intermediate college-level literacy, and College Reading II, a course that 
focuses on advanced college-level literacy, suggests that a Mid-Atlantic community 
college has adjunct faculty who do not teach the developmental reading curriculum in a 
manner that aligns with the course goals and objectives, which were recently updated and 
implemented during the 2013-2014 academic year. Such a gap in instruction ultimately 
impacts student learning in a negative manner. Student pass rates at the national level in 
developmental education reading courses are extremely low. Approximately one quarter 
of the students enrolled in developmental education reading courses completed the first 
relevant college-level course within three years (Bailey & Cho, 2009, p.47) Currently, the 
reading department only provides one fall and one spring meeting for adjunct faculty 
teaching in the program. Because of this, reading adjuncts are not exposed to current 
research and pedagogical practices to update their teaching. The context of this research 
is to explore faculty experiences within this learning community.  
 This study is grounded within intersecting literature about teaching literacy as 
social practice, barriers for fostering social capital for adjunct faculty, and adjunct faculty 
professional development needs. The intersections between each of the three streams are 
discreet; however, the theories and literature, along with the research questions, show that 
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there are intersections from one stream to the next. Teaching literacy as social practice 
helps create a concrete understanding of literacy teaching practices that are pedagogically 
sound for college-level work. The second stream, barriers to fostering social capital for 
adjunct faculty, outlines through the literature review the barriers that adjunct faculty face 
regarding their ability to increase social capital within their institutions. Finally, adjunct 
faculty professional development needs is the third stream that explores the idea that 
adjunct faculty require on-going, targeted professional development in order to 
effectively teach their courses within a community college setting. The following graphic 
provides a visual of the experiential knowledge that already exists, and the graphic of the 
conceptual framework extends to a secondary visual to show the connections between 
each of the three streams: 
 
5) Inclusion and Exclusion Criteria 
The target population for the proposed study is developmental education reading 
faculty who participated in the 2014-2015 topics-based learning community. In 
particular, this population includes the adjuncts in the reading discipline at The Mid-
Atlantic Community College. The total number in this population is approximately nine 
adjunct faculty members. The sample will be nine adjunct members who participated in 
the topics-based learning community at of the main campus campuses. All adjunct faculty 
teaching developmental education reading at the college were included to participated in 
the topics-based learning community during the 2014-2015 academic year. Adjunct 
faculty in the reading discipline who taught at the extension center site were not invited 
because the researcher is the direct supervisor of adjunct faculty on this particular 
extension center campus location.  There were nine adjuncts who participated in the 
topics-based learning community, but only three participants completed the year-long 
professional development opportunity. The entire professional development comprised of 
the following: three two hour long meetings in the fall of 2014, three two hour long 
meetings in the spring of 2015, and a final project that was required for individuals to 
submit in spring 2015 to show that they have changed their pedagogy to reflect the new 
model of teaching college-level literacy. These adjunct members are affiliated with and 
under the supervision of their campus coordinators at the college.  The adjunct faculty 
participated in the topics-based learning community, and there were two co-facilitators 
for the meetings. Both co-facilitators are reading coordinators, and one of the co-
facilitators is the researcher for this study. All of the meetings were held on one of the 
main campus locations during the 2014-2015 academic year. For the study, all nine of 
the participants will be asked to participate in the focus group, the semi-structured 
interviews, and the submission of their syllabi from the 2013-2014, 2014-2015, and the 
2015-2016 academic years. The three adjuncts who completed the entire topics-based 
learning community also submitted their final projects. These three adjuncts will be 
asked to participate in submitting their final documents for a document review, as well.  
No children or students will be involved in the study. There may be a pregnant 
teacher during the school year, however the researcher is currently unaware of any 
pregnant teachers. Pregnant women will be allowed to participate if they choose to and 
are a member of the adjunct faculty at the college who participated in the topics-based 
learning community during the 2014-2015 academic year. The participation will take 
place during their regular working hours. However if a pregnant woman chooses not to 
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participate or goes on leave during the data collection she will be excluded from 
participation.  
 
Indicate specifically whether you will include each of the following 
special populations, one or more boxes must be checked (You may not 
include members of these populations as subjects in your research 
unless you indicate this in your inclusion criteria.) 
☐    Adults unable to consent 
☐    Individuals who are not yet adults (infants, children, teenagers) 
☐   Pregnant women X 
☐    Prisoners 
☐ Not Applicable  
 
Study Timelines 
Describe: 
 The duration of an individual subject’s participation in the study will 
be four months total.  
 The duration anticipated to enroll all study subjects is a two-week time 
frame in which the researcher will present the study to the participants 
and gain informed consent during faculty meetings at the participants’ 
locations, and through email communication with participants. 
 The estimated date for the investigator to complete this study is June 
30, 2016. 
6) Study Endpoints 
Primary Endpoints 
 After all participants have participated in the Interview Protocol 
 After all participants have participated in the Focus Group Questions 
 After conducting a thematic analysis of the interviews, focus group, and 
the documents (syllabi and final projects) 
 After the researcher has coded for themes and analyzed responses to the  
interview and focus group questions  
 
7) Procedures or Methods Involved 
 
The proposed research is a qualitative case study design, which will be used to 
structure the research surrounding topics-based learning community experiences of nine 
adjunct faculty members. According to Yin (2003) a case study design should be 
considered when the focus of the study is to answer how and why questions, if the 
investigator has little control over events, and when the focus is on a real life model or 
context.  The topics-based learning community that ran during the 2014-2015 academic 
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year was a real life experience for the adjunct faculty who will be asked to participate in 
the research study. 
 Primary data sources include, transcripts of semi-structured interviews, focus 
group interviews, and thematic units.  Secondary data sources include course syllabi 
prior to and after the topics-based learning community experience and field notes.  The 
data will be triangulated  in an extensive examination of the findings through analyzing 
field notes, interview and focus group transcriptions, and participant course documents 
(Yin, 2011, p. 81). 
Initially, this study will consist of gaining a preliminary understanding of the 
participant experiences in the topics-based learning community from the previous 
academic year (see Appendix A) . In order to gain this initial understanding of the 
phenomenon the researcher will conduct interviews.  The interview questions will be 
aimed at exploring adjunct faculty experiences from engagement in the topics-based 
learning community, and demographic information will also be collected at this stage. 
Participants will be asked open-ended questions. 
An open-ended format will allow participants to engage in a free expression of 
their thoughts through this qualitative study.  Particular attention will be focused on 
adjunct faculty experiences from their engagement and involvement within the topics-
based learning community. 
   
 
8) Data Banking 
If data will be banked for future use, describe where the data will be 
stored, how long it will be stored, how the data will be accessed, and who will 
have access to the data. 
Data collected will be securely protected. All data collected will be kept in the 
locked offices of the researcher, and there will be a secured folder on the Drexel 
Sharepoint site to store the data. The computer used by the researcher is password 
protected and utilized solely by the researcher. In addition, the data will be backed up on 
a USB memory drive that will be kept in a locked desk drawer in the researcher’s locked 
office. This will ensure files can be accessed even if the researcher’s computer breaks. 
Privacy setting will be set on all research documents and will not be shared with any 
other users. All paper documents (syllabi and final projects.) will be stored in a locked 
file cabinet in the researcher’s office for seven years. The interviews and focus group will 
be recorded on a handheld tape recorder, and then they will be sent to a third party 
transcription service.  
Describe the procedures to release data including: the process to request 
a release, approvals required for release, which can obtain data. 
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If administrators of the community college or if the Office of Planning, Research 
and Evaluation at the community college would like any of the data (interview responses, 
focus group responses, etc.), this will be processed after a written request, as this data is 
part of a process that occurred at the school. If the professors at the community college 
request any of the data, it will only be shared after written permission from an 
administrator of the school.  
  
9) Data Management 
Describe the data analysis plan, including any statistical procedures. 
This study will be conducted to include components of data collection and 
analysis because the use of early analysis and continued data collection will ensure that 
the initial findings accurately depict the perception of the interview subjects (Miles & 
Huberman, 1984; Stratta, 2004). The researcher will follow the stages of data coding per 
Fereday and Muir-Cochrane (2006). Fereday et al. (2006) have six stages of data coding 
based off of the research questions and theoretical concepts, which “…serve as a data 
management tool for organizing segments of similar or related text to assist in 
interpretation” (p. 4). The six stages are as follows: Stage 1: Developing the code 
manual; Stage 2: Testing the reliability of codes; Stage 3. Summarizing data and 
identifying initial themes; Stage 4. Applying templates of codes and additional coding; 
Stage 5. Connecting the codes and identifying themes; and Stage 6. Corroborating and 
legitimating coded themes (Fereday et al., 2006, p. 5). Within each of the six stages, the 
codes will be “written with a code label or name, the definition of what the theme 
concerns, and a description of how to know when the theme occurs” (Fereday et al., 
2006, p. 5). Following Fereday et al. (2006) in their thematic analysis will cultivate a 
process of research that connects how themes are generated from the raw data (p. 9).  
By following the six steps outlined by Fereday et al. (2006), this will allow the 
researcher to collect preliminary information about the site and site participants, and 
then it will also allow the researcher to obtain an in-depth account and find existing 
themes, also by following Fereday et al. (2006) in their process. The study will also 
produce meaningful qualitative data through semi-structured interviews that will provide 
greater insight into the research environment. Additionally, focus group interviews will 
give another type of data that is important for the research, as the focus group interviews 
will collect ideas from the group about their feeling of belonging in the department and 
at MACC. Finally, the thematic analysis of the syllabi and final projects will help the 
researcher find emerging themes from the study.  
A purposive selection process will be utilized to obtain the nine adjunct faculties 
during the semester of data collection (Yin, 2011). The transcriptions of all interviews 
and focus groups will be analyzed through finding open codes.  The coding process will 
be used to identify repetitive responses and salient issues before identifying major 
themes. An inductive data analysis will be used within this research to ensure validity 
(Strauss, 1987).  This inductive analysis will consist of the pivotal steps of openly coding 
data as concepts, grouping concepts into common categories through axial coding, 
identifying contextual relationships that link the established categories, and finding 
overarching themes that are significant to this phenomenon (Stratta, 2004).  The use of 
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the documents will complement the field interviews and focus group conversations (Yin, 
2011, p. 149). 
Describe any procedures that will be used for quality control of collected 
data.  
The researcher will ensure that all data is collected and analyzed with fidelity and 
without bias. The researcher will critically evaluate all evidence fairly and accurately to 
ensure that no bias exists in data collection or analysis.   
 
Data collected will be securely protected as described in question eight. 
 
 The researcher will be the only one who knows the identity of the participants. 
The researcher will send the recorded interviews to the third party subscription service. 
The researcher will only receive the transcribed data in order to prevent voice 
recognition of participants.  
 
If administrators of the community college would like any of the overall data 
(interview protocols, focus group responses, etc.), this will be processed after a written 
request, as this data is part of a process that occurred at the community college. 
Individual data will not be shared in order to protect the confidentiality of the 
participants. If the faculty members request any of the data, it will only be shared after 
written permission from an administrator of the school.  
 
10) Provisions to Monitor the Data to Ensure the Safety of Subjects 
There is no more than minimal risk to participants. The data will be collected during 
operating hours for the community college and scheduled around adjunct faculty 
teaching schedules. The interviews and focus group questions will ask the participants to 
delve deeper in their feelings of self-efficacy and perceptions of the topics-based learning 
community. In order to ensure that the participants feel comfortable discussing these 
issues without the influence of the researcher, the researcher ensured to only invite 
individuals who she did not oversee during the 2014-2015 academic year, as this was the 
year the topics-based learning community took place. Finally, the participants will be 
assured that their interviews and focus group will remain anonymous, their final projects 
and syllabi will remain anonymous, and they have no fear of any administrators knowing 
their responses. Pseudonyms will be used to hide the identity of each participant. All data 
will be kept on an encrypted, password protected site, through the Drexel University 
SharePoint site. Furthermore, the participants will be assured that participation in any 
part of the study will have no impact at all on any faculty evaluations.  
 
11) Withdrawal of Subjects 
If an adjunct withdraws from the study due to leaving their position their 
data will be removed from the study. If an adjunct withdraws from the 
study due to a change of mind about participating in the study, their data 
will be removed. Participation in the study is voluntary. If someone gets 
pregnant during the study, they will be given the choice of withdrawing 
from the study.  
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12) Risks to Subjects 
There are no potential risks to the subjects.  
13) Potential Benefits to Subjects 
The results of the study will be used to drive the professional development of 
adjunct faculty within the developmental education reading department. Both 
administrators and staff will benefit from the information to improve their instructional 
practices.  
 
14) Vulnerable Populations 
 There are currently no vulnerable populations in this study that the 
researcher is aware of, however there is the possibility that participants 
may become pregnant during the study. If this happens, they will be given 
the choice to remain in the study as long as they remain working during 
the data collection period. If a pregnant woman goes on leave during the 
data collection process, she will be withdrawn from the study.  
 This is a single site study. The Community College of Baltimore County is 
one community college organization; however, there are different 
locations for classes. The community college operates as one unit with one 
President overseeing the entire institution. The reading department is 
supervised by one Department Chair, and each campus location has an 
assigned Developmental Education Reading Coordinator, as the direct 
supervisor for adjunct faculty within the department.  
15) Community-Based Participatory Research 
This study will involve analyzing and collecting data during a four-month 
period. The data collected will reflect the perceptions of the 
developmental education reading adjunct faculty of the school who 
participated in the topics-based learning community during the 2014-2015 
academic year. The results will be provided to the entire department, 
which includes faculty and administration.  
16) Sharing of Results with Subjects 
The results of the study will be shared with the study partipants. Setting 
Describe the sites or locations where your research team will conduct 
the research. 
 The researcher chose the participants purposefully as part of a case 
study at the Mid-Atlantic Community College. 
 The research will be performed at The Community College of 
Baltimore County on the main campus locations 
 The Extension Center site is the researcher’s place of employment, 
and each of the participants will be asked to participate in interviews 
on their campus location of choice to accommodate their teaching 
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schedules The researcher’s direct supervisor, the Department Chair, 
has approved site access.  
17) Resources Available 
Describe the resources available to conduct the research: For example, 
as appropriate: 
 Justify the feasibility of recruiting the required number of 
suitable subjects within the agreed recruitment period. Nine 
individuals participated in the topics-based learning community in 
the 2014-2015 academic year. The researcher will need to recruit 
between 4-9 of the participants of the topics-based learning 
community to participate in the survey, focus group, and 
submission of syllabi. The researcher will need three final projects. 
It is anticipated that the researcher will have 5 suitable subjects 
for participation in the interviews, focus group, and syllabi 
submissions, and it is anticipated that 3 participants will submit 
their final projects for the study.  
 Describe the time that you will devote to conducting and 
completing the research. The data for the study will be collected in 
a four-month time frame. After informed consent is obtained, all 
subjects will participate  in the semi-structured interviews and 
focus group questions to gain further insight into adjunct 
perceptions of the topics-based learning community 
implementation and self-efficacy. Additionally, syllabi and final 
projects of participants will be analyzed for themes during this 
four month process. The interviews will take between 60-90 
minutes per person, the focus group will take between 60-90 
minutes, and the submission of syllabi and documents should only 
take up to an hour for each participant to send to the researcher. 
During the months of December through March, all qualitative 
data will be analyzed, coded for themes and triangulated.  
 Describe the number and qualifications of your staff by 
describing their experience in conducting research, their 
knowledge of the local study sites, culture, and society. The 
researcher is a doctoral candidate with leadership in the area of 
developmental education reading. The research has conducted 
several informal action research projects in order to improve 
programs.  
 Describe your facilities. The facilities include three main 
campuses and three extension centers. The Essex campus is one of 
the main campus locations of the community college.  
 Describe your process to ensure that all persons assisting with 
the research are adequately informed about the protocol, the 
research procedures, and their duties and functions. There are no 
external individuals who will assist with the research. 
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18) Prior Approvals 
IRB approval will be obtained from the institution, as well. Verbal 
approval has been obtained from the researcher’s direct supervisor, the 
developmental education reading department chair..  
19) Recruitment Methods 
An email will be sent with a written description and phone calls will be 
made to each of the potential participants to explain the purpose of the 
study, as well as the process including the researcher’s role and the 
protection of anonymity for all participants. Potential participants will be 
provided with a consent form to sign if they agree to participate. All 
participants will receive a gift card for $20 for their participation in the 
study. 
Describe the source of subjects. The source of the subjects is the adjunct 
developmental education reading faculty who participated in the 2014-
2015 topics-based learning community.  
Describe the methods that will be used to identify potential subjects.  
The participants are chosen as a result of purposeful sampling. Creswell 
(2014) defines purposeful sampling as, “intentionally selecting individuals or 
sites to learn or understand a central phenomenon” (p. 206). The concept of the 
topics-based learning community was implemented at The Community College of 
Baltimore County in an effort to improve teacher learning and professional 
development through collaborative and reflective practices focused on a shared 
vision of student learning and achievement. Choosing to sample the participants 
at of the topics-based learning community at CCBC will provide the best 
opportunity to answer the proposed research questions.  
Describe materials that will be used to recruit subjects. (Attach copies of 
these documents with the application. For advertisements, attach the 
final copy of printed advertisements. When advertisements are taped for 
broadcast, attach the final audio/video tape. You may submit the 
wording of the advertisement prior to taping to preclude re-taping 
because of inappropriate wording, provided the IRB reviews the final 
audio/video tape.) See attachment of recruitment email. 
Describe the amount and timing of any payments to subjects. 
Participants will receive a $20 gift card for participating in the study. 
They will receive the $20 gift card after the focus group questions. 
20) Number of Subjects 
It is anticipated that up to 9 subjects may participate in the study.  
21) Confidentiality 
Data will be stored in the locked file cabinet in the locked office of the 
researcher. All electronic data will be stored on the researcher’s 
password protected computer. Data will be backed up on a locked USB 
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drive. Data will be stored on the Drexel University Sharepoint site, as 
well. The identities of the participants will be protected from. The 
researcher will be the only one who knows the identities of the 
participants.  
22) Provisions to Protect the Privacy Interests of Subjects 
The names of the school and all subjects will not be used in the study. 
Pseudonyms will be assigned to all school locations and subjects.  
The subjects will be assured that every effort will be made to protect their 
identities in the study.  
All subjects will be assigned a unique code that will be attributed to all 
documents used in the study. No names will appear on any documents 
used in the study.  
23) Compensation for Research-Related Injury 
Not Applicable  
24) Economic Burden to Subjects 
Not Applicable 
25) Consent Process 
Indicate whether you will you be obtaining consent, and if so describe: 
 The researcher will be obtaining informed consent from the subjects. 
The subjects will be informed of the study and give the informed 
consent form. They will not be required to decide immediately. The 
subjects will be given five days to decide whether they would like to 
participate in the study or not.  
 The researcher will be following “SOP: Informed Consent Process for 
Research (HRP-090).”  
 Non-English Speaking Subjects 
 Not Applicable 
Waiver or Alteration of the Consent and Authorization Process (consent 
will not be obtained, required information will not be disclosed, or the 
research involves deception) 
 Not Applicable 
Subjects who are not yet adults (infants, children, teenagers) 
 Not applicable 
Cognitively Impaired Adults 
 Not Applicable 
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Adults Unable to Consent 
 Not Applicable  
26) Process to Document Consent in Writing 
The researcher will be following “SOP: Written Documentation of 
Consent (HRP-091). The Drexel University Consent to Take Part In a 
Research Study will be used (Attached).  
1. The consent form will be available to all participants in the 
language that is understandable to them.  
2. The names of the Subject/Representative and person obtaining 
consent will be printed on the consent form.  
3. The researcher will have the Subject/Representative and the 
person obtaining consent sign and date the consent document.  
4. Copies of the signed and dated consent document will be 
provided to the Subject/Representative.  
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Appendix B: Advertisement 
Dear [insert name],  
My name is Haleh Azimi Harris and I am a student in the Educational Leadership and 
Management Ed.D. program at Drexel University. I am writing to invite you to 
participate in my research study about adjunct faculty participation in the reading topics-
based learning community during the 2014-2015 academic year. You are eligible to be in 
this study because you were a learning community participant.  
If you decide to participate in this study, you will participate in a 60-90 minute interview 
and a 60-90 minute focus group, and you will asked to submit your reading syllabi from 
the 2013-2014, 2014-2015, and the 2015-2016 academic years. Additionally, if you 
completed the entire year in ATLAS, you will be asked to submit your final project. If 
you choose to participate you will be given a $20 gift card for your participation in the 
study. The gift card will be given to you at the focus group session. I would like to audio 
record your interview and focus group sessions and the information from those sessions 
will be used to identify important themes and sub-themes.  
Remember, you participation in the study is completely voluntary. If you would like to 
participate or have any questions about the study, please email or contact me at 
hharris2@ccbcmd.edu or at 443.257.8899.  
Thank you very much.  
Sincerely,  
 
Haleh Azimi Harris 
 
  
157 
 
 
Appendix C: Interview Protocol 
Preliminary information: The year-long topics-based learning community is a learning 
community where adjunct faculty within the reading discipline met on a monthly basis to 
learn about the shift in pedagogy within the field of reading. The purpose of this learning 
community was to offer a professional development opportunity targeted toward our 
reading adjunct faculty so that they feel that they are valued and part of the college and 
department community, and also to help meet their professional needs and goals. 
1. Warm-up: Please tell me about yourself. What is your name? How long have you 
been teaching at the college? How long have you been with this institution? How 
long have you taught within the discipline of developmental education reading? 
2. In what way(s) do you feel connected within the college and/or department 
community? 
3. In what way(s) do you feel developmental education reading students are 
connected within the college community? 
4. Can you describe your thoughts on if you think that adjunct faculty and your 
students have similar experiences regarding feeling connected or disconnected 
with the college community? 
5. What are your experiences with professional development at this institution? 
6. Did the professional development experiences referenced above add value to your 
experience as an educator? If so, how and why? If not, why and why not? 
7. Did the professional development experience referenced above add value to your 
feeling of belonging at this institution? If so how so? If not, why not? 
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8. Did the professional development workshops effectively cover content knowledge 
about reading in the professional development experiences you attended?  Why or 
why not? 
9. You recently engaged in a faculty learning community during the 2014/2015 
academic year? Explain your experience(s) in this learning community. 
10. Did the learning community meet your professional and personal needs and 
expectations?  
11. What was your purpose/reason for engaging in the year-long topics-based 
learning community at this institution? 
12. What is your purpose/reason for attending professional development 
opportunities?  
13. What would you like to see added or changed to the topics-based learning 
community? 
14. Are there any additional comments you would like to share with me regarding the 
topics-based learning community or other items relating to professional 
development opportunities offered to adjunct faculty?  
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Appendix D: Focus Group Questions 
1. Let’s do a quick round of introductions. Can each of you tell the group your name, if 
you are working or retired, and what courses or professional development you have 
taken to advance your career (offered by this college of by another institution)? 
2. What are your current career goals?  
a. Probe: Are you looking to re-enter the workforce, change careers, increase 
your skills in your current profession, get a full-time faculty position or 
something else? 
3. First, I would like to hear about the professional development opportunities at this 
college that adjunct faculty take to enhance their professional skills.  
a. In what ways were the professional development opportunities helpful to you? 
b. In what ways do you feel that the professional development opportunities fall 
short in helping you reach your goals? 
4. Now imagine that you are part of a committee of people designing professional 
development opportunities for adjunct faculty. These are professional developments 
that people like you might take to advance or jump-start a career, or to enter or re-
enter the workforce.  
a. What are the factors that you will make sure your committee considers in 
designing these professional development opportunities? What are the things 
that you are sure would attract people like you to these professional 
development opportunities? 
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b. Probe: Remember, these can be in many areas: the curriculum, the course 
length, the time of day it’s offered, the teaching style, the course materials, 
whether the course is offered online, whether the course promotes 
intergenerational interaction, or anything else you can think of. 
c. [If this issue has not already been addressed as the questions above were 
answered:] What type of professional development do you think adjunct 
faculty at this community college and/or within the field of developmental 
education reading are most interested in: those that lead to some sort of 
certificate or credential, those that can be taken to gain specific skills, or those 
that can help adjunct faculty with social integration? What are the upsides and 
downsides of each type of professional development? 
5. I would like to know how to make professional development opportunities more 
welcoming to the adjunct faculty members, and want to hear your thoughts on how 
we could do that. 
a. What are your suggestions for services the college could offer to make it 
easier for adjunct faculty to integrate into campus/faculty life?  
b. Probe: This can be a wide range of services – new adjunct faculty orientation, 
topics-based learning communities, or anything else you can think of.  
c. What should the professional development designers keep in mind to make 
these opportunities very high quality?  
6. Provide specific examples as to how the topics-based learning community has 
impacted your pedagogy and practice in the classroom? 
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7. I would like to know how you perceive your professional social network within 
this community college, specifically within the developmental education reading 
department? 
8. Do you think that the developmental education reading students have a social 
network at this community college that is supportive of their academic needs?   
9. Is there anything else we haven’t discussed yet that you think is important for the 
department or the institution to know about as we consider tailoring professional 
development opportunities to meet your needs professionally and socially? 
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Appendix E: Topics-Based Learning Community Dates and Topics/Session Details 
Table 3: Topics-Based Learning Community Dates and Topics/Session Details 
 
 
Date Topic  Session Details 
September 9, 2014 “The Terrain of College 
Developmental Reading” 
This session focused on the shift in 
pedagogy from a skills-based 
approach to an integrated reading, 
writing, and critical thinking 
approach to college-level literacy, 
which also incorporates ones’ 
understanding of cultural and social 
values of developmental reading 
students. 
October 14, 2014 “Socratic Methodology and Bloom’s 
Taxonomy” 
This session focused on acting as 
facilitator instead of working as a 
traditional professor who lectures. As 
facilitator, the use of questioning to 
cultivate thoughts and ideas from the 
students was framed to promote 
critical thinking in the classroom. 
Bloom’s Taxonomy was highlighted 
as a way to promote higher level 
thinking in promoting the concept of 
working as a facilitator. 
November 11, 2014 “Technology in the Classroom” This session focused on integrating 
technology in the classroom to meet 
student needs/interest levels. 
Technology applications discussed 
included: TedX, creating thought 
provoking Discussion Board 
Prompts, Twitter, and Facebook. 
February 10, 2015 “Thematic Units in the Reading 
Classroom” 
This session focused on creating 
units of study based off of student 
interests, personal experiences, and 
current events that connect to 
students’ lives. Proposed topics 
included the following: Criminal 
Justice, Poverty in America, Popular 
Culture, the Business of College 
Sports, and the Misogyny of Women 
on the Web. 
March 10, 2015 Workshop Time to Develop Unit 
Plans 
This session provided the adjunct 
participants time to work with the 
facilitators and their colleagues in 
developing their mini-units of study. 
April 14, 2015 Adjunct Faculty Thematic Unit Final 
Project Presentations 
This session provided time for 
adjunct faculty to present their mini-
units to their colleagues, to the 
facilitators, and to the Director of the 
Center for Excellence in Teaching 
and Learning. 
 
